



THE EFFECT OF TEACHING METHODS TOWARD THE LEARNERS' 






This part discusses the background of the study, research questions, objectives 
of the study, significance of the study, variables, hypotheses, scope of the study, and 
organization of the writing 
A. Background of the Study 
     Although there have been widely discussed on the effect of teaching methods in 
ELT classes (Isik, 2008; Gomleksiz &Elaldı, 2011), the similar studies are still 
needed in order to create effective teaching method in L2 classes in digital era. 
Teaching is a complex and multifaceted task. A list of methods or techniques for 
teaching would include many ideas and examples. It is possible, however, to cluster 
them into some general areas of teaching methods, skills, or approaches that are 
essential to effective teaching. When deciding which methods to use in teaching, it is 
important to remember that methods and skills are only means to an end, not an end 
in and of themselves. Teachers should select methods that will best help students 
understand the content, doctrines, and principles of a particular scripture block and 
that will facilitate edification and application.  
    Keeping in mind the purpose for using a specific skill or technique will help 
teachers implement it in a more meaningful way. It is also important to remember 
that without motivation, even the most effective teaching methods and approaches 
will not succeed. Method is a set of procedures or collection of technique used in a 
systematic way to accomplish something in learning process. According to Richard 
et al. (1992, p. 228), a method, in language teaching, is “a way of teaching a 
language, which is rooted on systematic principles and procedures. Anthony as 
quoted in Brown (2001, p.14) describes method as a complete plan for systematic 
teaching of language. Commonly used teaching methods may include: (a) class 
participation, (b) demonstration, (c) recitation,(d)  memorization. The term teaching 
method refers to the  principles, and classroom management. A teaching 
method comprises the philosophy of teaching and technique used by teachers to 
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enable student learning. Foreign language teaching method is a system that shows 
how students more active learners in ELT class. The present study applies guided 
composition, jigsaw, and demonstration of teaching methods in teaching learning 
process.  
    Guided composition, according to (Tyner, 2004),  is a model of instructional 
writing, which is done through modeling and practice. Meanwhile, Holdich and 
Chung (2003) believed that guided composition provided wider chance to learners to 
make useful relationship among text, sentence and word level decisions. Then, 
(Oczkus, 2007) stated that the writing instructor should direct students into 
independent writing. In short, the principle of the Guided compositionstrategy is to 
provide instructional materials or relevant media to help students write. In this case, 
Matsuda (2003) revealed that guided composition strengthen the importance of 
guided composition in the same stage in order to prevent errors occurring due to L1 
to L2 conversion. All in all, Hyland (2003) expressed that teaching writing skill in 
four stages: familiarization, controlled writing, Guided composition, and free writing 
using the taught patterns. The studies on guided composition were conducted by 
(Gibson, 2008; Lan, Hung & Hsu, 2011; Oczkus, 2007.Consequently, Hyland (2003) 
emphasizes the importance of the four stages of familiarization, controlled writing, 
Guided compositionand finally free writing in the process of teaching and practicing 
writing skill, and he considers this hierarchy as an essential factor for learners’ 
writing improvement. Therefore, it is necessary to pay attention to the proper way of 
writing practice from the early stages of language learning in order to prevent 
fossilization of incorrect forms.  
     Jigsaw technique is a model of cooperative learning, which the group is divided 
into four-six persons  (Aronson, 2010). It can be applied to all course materials, 
especially applied for bilingual classes, which generally use English for materials, 
worksheets, and quizzes. Aronson explained that in jigsaw, students are assigned to 
five-or-six-member heterogeneous study team. The materials are given to the 
learners, and every learner is responsible to study a part of the material. Furthermore, 
Suyanto (2012) believed that the jigsaw technique can improve learners’ 
responsibility in learning process. Moreover, Sahin (2010) reveals that Jigsaw 
strategy enables learners to participate actively in classroom setting. By being 
constantly subjected to this method, students should feel more comfortable about 
their roles” (p. 778). There are many studies on Jigsaw. For example, Sami Ali 
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(2001) looked at the effect of using the jigsaw reading technique on the EFL 
preservice teachers’ reading anxiety and comprehension. The finding indicated that 
the learners’ lower anxiety of Jigsaw class improve better performance in reading 
comprehension. Then,  Badawi (2008) revealed that there were significant effects on 
Jigsaw group for the learners’ affective aspects. Later, Ghaith and Abd-ELMalak 
(2004) examine the influence of the cooperative Jigsaw method on improving 
English reading comprehension for university students of EFL. The result indicated 
that there was a significant difference between the experimental and control group.  
Abu-Khader (2006) examines the effect of cooperative learning strategies Jigsaw & 
Learning Together Strategies on Palestinian EFL freshmen’s reading comprehension 
at Al-Quds University. The results showed that there were differences in students’ 
scores on the overall reading comprehension in the post-test.  
    Then, Ghaith and Bouzeineddine (2003) investigate the correlation between 
reading attitudes, achievement, and learners’ perceptions of their Jigsaw class. The 
finding revealed that all variables  were positively  related. Moreover, Shaaban 
(2006) investigates the influence of the jigsaw model in improving learners’ reading 
comprehension and motivation to read. The results revealed significant differences in 
the experiment class on motivation to read and its dimensions, the value of reading, 
and reading self-concept. Meng (2010) studied through Jigsaw cooperative learning. 
The result revealed jigsaw cooperative learning approach is an effective ways of 
teaching English reading. Mengduo & Xiaoling (2010) investigated that 
implementing Jigsaw strategy in L2 class. They concluded that jigsaw is a useful 
way to improve learners’  participation and motivation in EFL class. 
      The demonstration method is an effective way to explain things to learners and 
help them study the skills. Demonstration are most likely to be successful (1) in 
teaching operative skills (2) in developing understandings, (3) in show how to carry 
out new practice, and (4) in securing the acceptance of new and improved ways of 
doing things. Demonstration method develops students’ understanding or makes 
them easier to understand how something is done. So, students find it easy to write 
what they have seen, listened, and practiced. The demonstration strategy is effective 
for long-term memory retention and appropriate to college students’ study skills 
(McCabe 2014). The act of demonstrating readily helps to kindle more natural 
interactions between the students and the teacher. Their active responses and 
completely spontaneous observations provide an excellent opportunity for the 
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teacher to connect with them and with their unedited ideas. In-class demonstrations, 
a standard constituent of science courses in schools and universities, are generally 
believed to help student understand science and to stimulate student interest (Crouch 
et al. 2004). Demonstrations provide a multi-sensory means to describe a concept, 
idea, or product that may otherwise be difficult to grasp by verbal description alone 
(Cabibihan, 2013). Demonstration strategy has emerged to become an instructional 
approach that is gaining rising interest within the engineering education community 
(Hadim and Esche 2002). Research has found that diverse students benefit vastly 
when they have the opportunity to participate in activities, interact with materials 
and manipulate objects and equipment (Carrier 2005; Prpic and Hadgraft 2009). 
Then, Ogwo and Oranu (2006) affirm that demonstration strategy is the most widely 
used Teaching Strategy for acquisition of practical skills as it includes the verbal and 
practical illustration of a given procedure. The demonstration technique is done by 
showing the real object, showing picture, and using the actions, facial expressions, 
body language activities provided a way to decrease anxiety. Demonstration 
technique presented the teaching material related to the real student life context as 
stated by Cameron (2001, p. 64) “it is easy for the learners to understand and 
contextualize the words.” Demonstration means an act of showing something by 
proof or evidence. From the definition, it was said that the purpose is to show and to 
explain how something works or is accomplished. So that the learners get the 
message clearly since they listen, know, and see the steps of how something is done. 
    Then,  Cabibihan (2013) used working models for in-class demonstrations and 
reported that a multi-background, multidisciplinary, and multinational student 
audience had responded favorably to the in-class demonstrations. It was also 
reported that the learners’ academic performance could be attributed to the 
immediate appreciation of concepts from the practical examples that the students 
experienced from the demonstrations. Jaksa (2009) has utilized a number nof 
demonstration models in his teaching in geotechnical engineering. In conclusion, the 
author reiterates the effectiveness of demonstration models as a tool to improve 
learning and to engage students.  
   Adekoya and Olatoye (2011) and Daluba (2013) studied the effect of 
demonstration strategy using working models in an aspect of Agricultural Science 
and reported that this Teaching Strategy brought about the most significant positive 
impact on the students’ academic achievement. Maizuwo (2011) investigated the 
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effectiveness of demonstration Teaching Strategy on students’ misconceptions of 
concepts in organic chemistry and academic achievement. The finding revealed that 
there was a difference in academic performance of students when exposed to 
Demonstration Teaching Strategy.  Next, Ikitde and Edet (2013) found that there is 
no influence of gender on students’ academic achievement when taught Biology 
using demonstration strategy. Thus, demonstration is gender friendly. Kini and 
Podolsky (2016) found that  demonstration has the significant impact on students’ 
achievement. Demonstrations provide the multisensory approach to teaching through 
practical hands-on learning using working models. It is also evidenced that this 
Teaching Strategy can be successfully implemented at the university level with 
moderate initial investments in time and money and a commitment to effective 
teaching. It is also evidenced that a large body of education literature reveals positive 
impact of demonstration on student achievement. Based on the explanation above, it 
is needed to investigate a study on the effects of teaching methods in ELT classes.  
 
B. Research Questions 
The present study investigates:  
1. RQ1: Is there any significant difference among teaching methods on the 
learners’ writing performance?  
2. RQ2: Is there any significant difference among teaching methods on the 
learners’ reading performance?   
3. RQ3: Is there any significant difference among teaching methods on the 
learners’ speaking performance?  
4. RQ4: Is there any significant difference among teaching methods on the 
learners’ writing, reading and speaking performances multivariately?  
 
C. Objectives of the study 
The objectives are to measure:  
1. Whether there is a significant difference or not  among teaching methods on 
the learners’ writing performance. 
2. Whether there is a significant difference or not  among teaching methods on 
the learners’ reading performance. 
3. Whether there is a significant difference or not  among teaching methods on 
the learners’ speaking performance. 
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4. Whether there is a significant difference or not  among teaching methods on 





D. Significance of the Study 
     This research explores on measuring the effect of teaching methods toward the 
learners' performance of language skills at ELT classes of IAIN Palangka Raya. The 
novelty of this study is that the different teaching methods and various language 
skills are taken into consideration for deeper analyzing of the effectiveness of 
teaching methods in EFL classes. This study has practical, theoretical, and 
pedagogical significance. 
     Theoretically, the result of the study can be used as a study of the differences of 
teaching methods: guided composition, jigsaw and demonstration in learners’ 
language skill performances. Some of the previous studies show that teaching 
methods give effect to students’ language skill performance. Furthermore, the result 
of this study may provide new insights in researching ELT class, especially in 
writing, reading and speaking. It is expected that the result of the study can give 
significant contribution to the English teachers.  
      Practically, the study is expected to provide information on trends in EFL class. 
This information can be used as learning materials to enhance the students’ problem 
in ELT class. Moreover, the result of the study is expected to provide empirical data 
about writing, reading and speaking using guided composition, jigsaw and 
demonstration of teaching method. Through this research, both teachers and students 
get information about the EFL teaching method in preparing the course syllabus or in 
a broader scope, the EFL curriculum development.  
      Pedagogically, the result of the study is expected to give pedagogical benefits in 
learning process in EFL class. It also gives a model of students and teacher’ plan to 
provide teaching methods in ELT classes. By explaining the effectiveness of 
teaching methods toward the learners' performance of language skills at ELT classes, 
the teacher can use it as an alternative way to improve the students’ language skill 
performance. It is expected that the teacher can increase the teaching quality in ELT 
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classes. The result of the study can also affirm that giving appropriate method in 




E. Variables of the study 
    A variable refers to a characteristic or attribute of an individual or an organization 
that can be measured or observed and that varies among the people or organization 
being studied (Creswell, 2009, p.50). On the other word, variable is the condition 
that a researcher manipulates, controls or observes in the study. There are two types 
of variables used in this study, independent and dependent variable. According to 
Creswell (2009, p.51), independent variables are those that (probably) cause, 
influence, or affect outcomes. They are also called treatment, manipulated or 
predictor variables. Meanwhile, dependent variables are those that depend on the 
independent variables; they are the outcomes or results of the influence of the 
independent variables. The other names of dependent variables are criterion, 
outcome, and effect variables (Creswell, 2009, p.51). In the present study, there are 
one independent grouping variable: teaching methods consisting of guided 
composition, jigsaw and demonstration and three dependent variables: writing, 
reading and speaking performances of the learners. 
 
F. Hypotheses 
     A hypothesis is a tentative proposition suggested as a solution to a problem. It is a 
statement of the researcher’s expectations about the relationship among the variables 
of a study (Ary, 2010,p. 642). This research deals with the descriptions about the 
effects of teaching methods consisting of guided composition, jigsaw and 
demonstration toward the learners’ performance on  writing, reading and speaking. 
Therefore, the alternative hypotheses are: (a) there is a significant difference among 
teaching methods on the learners’ writing score; (b) there is a  significant difference 
among teaching methods on the learners’ reading score; (c) there is a significant 
difference among teaching methods on the learners’ speaking score; and (d) there is 
a significant difference among teaching methods on the learners’ writing reading and 
speaking scores multivariately. 
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    Meanwhile, the null hypotheses are: (a) there is no  significant difference among 
teaching methods on the learners’ writing score; (b) there is no   significant 
difference among teaching methods on the learners’ reading score; (c) there is no 
significant difference among teaching methods on the learners’ speaking score; and 
(d) there is no a significant difference among teaching methods on the learners’ 
writing reading and speaking performances multivariately 
 
G. Assumption 
    Assumption was any important ‘fact’ presumed to be true but not actually verified. 
According to (Simon, 2011) assumptions are things that are somewhat out of control, 
but if they disappear the study would become irrelevant. The study is based on the 
assumption that there is a significant interaction effect among teaching methods on 
the learners’ writing reading and speaking performances multivariately for a number 
of reasons. First, teaching methods help both teacher and students establish the ELT 
classroom setting well. Second, teaching methods help EFL teachers solve the 
learners’ problems in EFL class. Third, teaching method is a practical way to teach 
thinking and language development within the context of specific content course 
work.  
H. Limitation of the Study 
     The study belongs to quasi experiment research. It is a research in which the 
investigator can control the treatment and the measurement of the dependant variable 
but cannot control assignment of the subject to treatment(Ary, 2010,p. 648). In the 
present study, the class is already established, so that the researchers cannot 
randomize the subjects. This study applies a Multivariate analysis of variance test to 
test the hypotheses. It is used to measure whether or not the independent grouping 
variable simultaneously explained statistically significance amount of variance in the 
dependent variables. Here, the independent grouping variable is teaching method 
consisting of guided composition, jigsaw and demonstration. Meanwhile, the 
dependent variables are writing, reading and speaking performances of the learners. 
The study focuses on the teaching method covering guided composition, jigsaw and 
demonstration and ELT classes: writing, reading and speaking.  The participants of 
the study are the third semester English Education Study Program students of 
Palangka Raya State Islamic Institute 2020/ 2021 academic year. There are a number 
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of reasons to limit on writing, reading and speaking classes.  First, since the 
participants of the study is the third semester students in which they are, according to 
new English syllabus 2015 at English Department of State Islamic Institute of 
Palangka Raya, taking Writing, Reading and Speaking class  in this semester, the 
study enables to be conducted. The number of the participants of the study is about 
60 students.  
Some definitions of key terms are applied in the current research. 
1. An effect is a difference between or among population means. Effect size is a 
standard score that represents the strength of a treatment in an experiment 
(Vockel, 2003, p. 475). In the present study, teaching method is said to have 
effects on writing, reading and speaking of learners’ performance if the qualities 
of writing, reading and speaking of learners’ performance differs significantly.  
On the other hand, teaching method is said to have no effects on writing, reading 
and speaking of learners’ performance if the qualities of writing, reading and 
speaking of learners’ performance do not differ significantly. 
2. MANOVA is an inferential statistical test used for experimental designs with one 
independent grouping variable and more than two levels of dependent variable In 
the present study, a Multivariate analysis of variance test is used to measure 
whether or not the independent grouping variable simultaneously explained 
statistically significance amount of variance in the dependent variables. Here, the 
independent grouping variable was teaching methods consisting of guided 
composition, jigsaw and demonstration. Meanwhile, the dependent variables are 
writing, reading and speaking performance of the learners. 
3. EFL Class is an English class in which English as studied by people who live in 
places where English is not the first language, such as Saudi Arabia and 
Indonesia (Gebhard, 2000). Meanwhile, according to Lake (2016), EFL is where 
the teacher teaches English to students in a country where English isn’t the native 
language. For example, a Chinese student learning English in China would fall 
under this category. Oxford University (2011) defines EFL classroom is an 
English class in a country, in which English is not the dominant language. In the 
present study, EFL class refers to EFL writing, reading and speaking class that is 
provided for the third semester students.  
4. Quasi Experimental Research is a research in which the investigator can control 
the treatment and the measurement of the dependant variable but cannot control 
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assignment of the subject to treatment (Ary, 2010,p. 648). In the present study, 
the class is already established, so that the researchers cannot randomize the 
subjects. 
5. Jigsaw is firstly developed by Elliot Aronson and his colleagues in 1978 (Slavin, 
1995, p.122). The jigsaw approach is developed as one way to help build a 
classroom as a community of learners in which all students are valued. In the 
Jigsaw approach, the students work together in small groups in which they must 
rely on each other. Each group member becomes “specialized” in subject matter 
and thereby possesses critical information to contribute to classmates. Here, 
cooperation and mutual trust become valuable and necessary to academic 
achievement. The main purpose of Jigsaw model is to have each team member 
become responsible for a specific piece of learning, and then to share that piece 
with his or her teammates (Stone, 1990, p.41). It is stated that  Jigsaw is a model 
of cooperative learning strategy that enable each student of a group to specialize 
in one aspect of the learning unit. In Jigsaw, students meet the members from 
other groups who are assigned the same aspect, and after mastering the material, 
they return to the original group and teach the material to other members within a 
group.  
6. Reading comprehension is a process of constructing meaning from written texts 
based on a complex coordination of a number of interrelated sources of 
information (Scott and Wilkinson, 1985). McNeil (1992, p.10) states that reading 
comprehension means searching for meaning actively using the knowledge of the 
world and of text to understand each new thing. There are three elements that 
encompass this definition: (1) a reader needs knowledge of the world to 
understand new things; (2) a reader needs to be familiar with the variety of text 
structure he/she is likely to encounter; and (3) a reader needs to seek meaning 
and not passively for it to rise up from the page. 
7. Speaking is a productive skill that can be directly and empirically observed; 
those observations are invariably colored by the accuracy and effectiveness of a 
test-takers listening skill, which necessarily compromises the reliability and 
validity of an oral production test (Brown, 2004, p. 140). Chuang (2009, p. 1) 
states that speaking skill is a crucial part of the language learning process, and it 
is also the one skill, which has often been neglected in EFL classroom. Speaking 
is defined as the interpersonal function of language through which meaning is 
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produced and transferred (Hughes, 2013). According to Goh, Christine (2007, p. 
4-6) states that speaking is important for language learners. Besides the role it 
plays in communication, speaking can also facilitate language acquisition and 
development. In situations where the target language is also a language for 
instruction across the school curriculum, speaking is a crucial tool for thinking 
and learning. However, even when there are speaking activities, it is probably 
true to say that while speaking occurs, the skills may not necessarily be taught. 
According to Hornby (1995, p. 826) speaking is making use of words in an 
ordinary voice, offering words, knowing and being able to use a language 
expressing one-self in words, and making speech. It can be concluded that 
speaking is an activity involving two or more people in which the participants are 
both the listeners and the speakers having to act what they listen and make their 
contribution at high speed. 
8. Teaching method is a way of teaching a language, which is rooted on systematic 
principles and procedures (Brown, 2001, p.14). It is a complete plan for 
systematic teaching of language. Commonly used teaching methods may include: 
(a) class participation, (b) demonstration, (c) recitation,(d)  memorization. The 
term teaching method refers to the general principles, pedagogy and management 
strategies used for classroom instruction. A teaching method comprises the 
principles and methods used by teachers to enable student learning. These 
strategies are determined partly on subject matter to be taught and partly by the 
nature of the learner. For a particular teaching method to be appropriate and 
efficient it has to be in relation with the characteristic of the learner and the type 
of learning it is supposed to bring about. Foreign language teaching method is a 
system that shows how students more active learners in ELT class. In the present 
study, teaching methods refer to guided composition, jigsaw, and demonstration. 
9. Writing is something associated with word choice, use of appropriate grammar, 
syntax (word order), mechanics, and organization of ideas into a coherence and 
cohesive form. Writing also includes a focus on audience and purpose (Gebhard, 
2000). Moreover, Gould (1983) states that writing is a series of related text-
making activities: generating, arranging and developing ideas in sentences: 
drafting, shaping, rereading the text, editing, and revising. According to Collins 
dictionary, writing is a group of letters or symbols written or marked on a surface 
as a means of communicating ideas by making each symbol stand for an idea, 
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concept, or thing. In my opinion, writing activities of making texts include: 
generating ideas, arranging and developing ideas in sentences: drafting, shaping, 
revising and editing. In the present study, writing refers to the students’ writing 
on paragraph writing. 
 
    This proposal covers introduction, review of related literature, and methodology 
of research.  
     First, introduction begins with an introduction to the research where the aim is 
described and important concepts are explained. The working procedure and how the 
materials will be collected, analyzed and compared are explained. As a background, 
the importance of teaching methods has been explored and issues in the documents. 
These documents are the foundation for the way the study is conducted and 
therefore, they are vital in this study.  
     Chapter II presents an overview of the literature consisting of review of previous 
studies on teaching methods in ELT classes, review of theoretical background of 
guided composition, jigsaw and demonstration in ELT classes: writing, reading and 
speaking, and framework of the present study.  
    Chapter III discusses methodology. It covers design of research, participants of the 
study, research instruments, data collection procedures, and procedures of reporting 
the results. Here, the researcher presents the research method to respond the research 





















2. REVIEW OF RELATED LITERATURE 
      This part presents some items namely literature review includes; teaching 
methods: guided composition, jigsaw and demonstration, ELT classes: writing, 
reading and speaking, review of relevant studies, theoretical background, and 
framework of the study.  
A. Teaching methods 
     A method in language teaching is “a way of teaching a language, which is rooted 
on systematic principles and procedures. Anthony as quoted in Brown (2001, p.14) 
describes method as a complete plan for systematic teaching of language. Commonly 
used teaching methods may include: (a) class participation, (b) demonstration, (c) 
recitation,(d)  memorization. The term teaching method refers to the general 
principles, pedagogy and management strategies used for classroom instruction. The 
choice of teaching method depends on what fits the educational philosophy, 
classroom demographic, subject area(s) and school mission statement. A teaching 
method comprises the principles and methods used by teachers to enable 
student learning. These strategies are determined partly on subject matter to be 
taught and partly by the nature of the learner. For a particular teaching method to be 
appropriate and efficient it has to be in relation with the characteristic of the learner 
and the type of learning it is supposed to bring about. Suggestions are there to design 
and selection of teaching methods must take into account not only the nature of the 
subject matter but also how students learn. In today's school the trend is that it 
encourages a lot of creativity. A teaching method comprises the philosophy of 
teaching and technique used by teachers to enable student learning. Foreign language 
teaching method is a system that shows how students more active learners in ELT 
class. The present study applies guided composition, jigsaw, and demonstration 
method in teaching learning process. 
1. Guided Composition 
    Guided composition is a form of teaching writing in which learners are given step-
by-step instruction. Tyner (2004) defines guided composition as an instructional 
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writing context chiefly teaching the writing process through modeling, support, and 
practice. Guided composition activities help students learn to write by providing 
them with a partially completed draft or some other form of assistance. Guided 
composition activities are typically done in the classroom so the teacher can interact 
with students individually as well as with the entire class. According to Fountas and 
Pinnell (2001), Guided composition is an instruction presented to small, temporary 
group of students who share similar needs at a particular point in time. Guided 
composition provides an important context for teachers’ assessment and guidance of 
student writing to observe students during specific writing events and provide 
immediate instructional scaffolding for writing processes targeted to the needs of a 
specific group of students.   
     Guided composition is the process where teachers develop and guide students’ 
writing through discussion, join text construction and evaluation of their independent 
writing (Parsons 2001, p.12). Guided composition involves a teacher working with a 
group of learners on a writing task. The aims of the task are based on what they have 
previously been learning about the writing process In addition to Parsons, Moreover,  
Dunigan (2008, p.13) states that Guided composition is a step by step recipe for 
writing that includes planning, writing, editing, revising and publishing. Guided 
composition is an essential component of a balanced writing curriculum, providing 
an additional supported step towards independent writing. Through Guided 
composition, students are supported during the different stages of the writing 
process.  
   Guided composition can be fully exploited by providing learners with the language 
they need to complete the task together with the teacher. It helps them feel certain 
that they are doing the right thing. They follow instruction and change or complete 
sentence as they write and they can analyze. Through Guided composition, students 
are supported during the different stages of the writing process. As an activity, it 
should be carefully targeted towards groups of students according to their current 
targets or specific needs.  Frase (2008) says that Guided composition allows a 
teacher to work closely with a small group of students based on a common need. 
During a Guided compositionlesson, a teacher might gather a small group and model 
writing, or maybe they will complete a shared writing experience together. Guided 
composition lessons give teachers the opportunity to bring together students who are 
struggling with similar skills for a mini-lesson, or a re-teaching session. 
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Benefits of Guided composition 
  Guided composition is an important factor in writing strategies. Holdich and Chung 
(2003) indicate Guided composition offers greater opportunities for young writers to 
make valuable connections between text, sentence and word level decisions and help 
children shape and redraft texts with particular criteria in mind. Most importantly, 
with such a writing strategy, the instructor should think how to guide young students 
into independent writing and help them discover their own abilities by providing 
opportunities for choice, peer response and further scaffolding (Oczkus, 2007). 
According to Parsons (2001, p.13), there are some benefits of Guided composition: 
(1) provides a supportive environment for students to practice their writing skills and 
build confidence; (2) offers students opportunities to receive immediate teachers’ 
feedback on their writing efforts; (3) students understand that one ultimate goal is to 
take responsibility for their writing and put into practice learned problem-solving 
strategies; (4) Students learn the value of combining their independent writing effort 
in a group of writing project; (5) Provides a supportive context for specific 
instruction on the writing tools, for example at the text, sentence, and word level; (6) 
Guided composition demonstrates to students how to manage their writing time.  
Stages of Guided composition 
    Guided compositionis a step by step recipe for writing that includes planning, 
writing, editing, revising and publishing. Guided compositionis an essential 
component of a balanced writing curriculum, providing an additional supported step 
towards independent writing. Through Guided composition, students are supported 
during the different stages of the writing process. Dunigan (2008, p.14) states several 
steps of Guided composition activity:  
a. Planning: the students identify, collect and organize the ideas. 
b. Packaging: the teacher guides the students in a write-along as they follow the 
plan to write their first draft.  
c. Popping: using the established rubric, the teacher and individual student 
conference on paragraphs. Popping ideas and words in, out, and/or around.  
d. Polishing: the students polish their writing project, with assistance as needed to 
compose a final draft.  




In addition to Dunigan, Parsons (2001, p.13) states the stages of Guided composition 
activity:  
a. Procedural skill. The stage focus is to establish writing routines and the 
appropriate materials that will enable the students to write independently. This 
stage is important in helping the students to manage their time and writing 
resources.  
b. Strategy skill. This stage includes a strong emphasis on word and sentence level 
work.  
c. Craft skill. This stage includes how to identify the feature of text types, genre, 
writing models and how to present non-fiction information in a variety of forms. 
There is a focus on how writers and illustrators communicate ideas and stories to 
readers.  
 
   Moreover, Gibson (2012) states Guided composition is taught to small groups. 
These groupings should be flexible, based on observation of students' current needs, 
and might be implemented following a whole-class writing lesson. Guided 
composition should engage the students in a brief and shared experience. Guided 
composition should provide brief examples of strategies in order to support student’s 
immediate use.  Although Guided composition is a group activity focused on the 
needs of the group, the teacher is able to observe and respond to the needs of 
individual of the group, provides the teacher with the opportunity to extend and 
challenge the groups of student. Guided composition can take place at any stage of 
the writing process. This should refer back to and build on the previous shared 
Guided compositionsession.  
 
2. The Jigsaw Method 
    The Jigsaw method was firstly developed by Elliot Aronson and his colleagues in 
1978 (Slavin, 1995, p.122). The jigsaw approach is developed as one way to help 
build a classroom as a community of learners in which all students are valued. In the 
Jigsaw approach, the students work together in small groups in which they must rely 
on each other. Each group member becomes “specialized” in subject matter and 
thereby possesses critical information to contribute to classmates. Here, cooperation 
and mutual trust become valuable and necessary to academic achievement. The main 
purpose of Jigsaw model is to have each team member become responsible for a 
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specific piece of learning, and then to share that piece with his or her teammates 
(Stone, 1990, p.41). There are a number of experts developing the steps of Jigsaw 
model. For example, Stone (1990) introduces the five steps of partner-expert group 
Jigsaw. First, each student is assigned a like-topic partner from another team. 
Second, the partners meet to master the material. Third, the partners’ pair becomes 
expert groups to discuss the material, checking for completeness and agreement. 
Fourth, the partners meet again to prepare and practice the presentation they will 
make to their teams. Fifth, the teams meet and the members make their presentation.  
   Morever, Brown (2001, p.185) points out that Jigsaw technique is a special form of 
information gap task in which each member of a group is given some specific 
information and the goal is to pool all information to achieve some objectives. 
Jigsaw is a cooperative learning strategy that enables each student to specialize in 
one aspect of a learning unit. Through the Jigsaw instructional model, students are 
assigned to be expert groups and investigate a specific topic. Through this process, 
the students develop a rich understanding of the assigned topic. Cahyono and Widiati 
(2004, p.174) state that in jigsaw technique each member of the group is given the 
chief responsibility regarding a specific part of the learning unit. In addition Jigsaw 
strategy is used to develop the skills and expertise needed to participate effectively in 
group activities and it is very useful to help students improve their integrated skill, 
and understanding of various sources. According to Stone (1990, p.8) Jigsaw can 
directly involve the four language skills: listening, speaking, reading, and writing. 
    The purposes of Jigsaw are to develop teamwork and cooperative learning skills 
within all students, to help the students develop a depth of knowledge which is not 
possible if students were to try and learn all of the material on their own, and to 
expose students’ own understanding of a concept as well as reveal any 
misunderstandings because students are required to present their findings to the 
group in Jigsaw learning. In Jigsaw activity, the students first of all, work in the 
same group of four-to six members and each member on a team becomes an expert 
on a topic. After mastering the material, members of each team dissolve with other 
members joining different groups who study one particular aspect of the topic to 
present and teach their material to the new group. Vacca and Vacca (1999, p.226) 
argue that Jigsaw groups are composed of students divided heterogeneously into 
three-to six member teams and each student of a team becomes an expert on a 
subtopic of a theme or topic that the class is reading about. The student is not only 
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accountable for teaching the other members of the group about his or her subtopic 
but also responsible for learning the information other group members provide 
during the Jigsaw discussions. In simple way, Arends (2004, p.363) states that in the 
Jigsaw model, each team member is responsible for mastering part of the learning 
materials and then teaching that part to the other team members.  
     For example, in teaching and learning, Harmer (2004, p.80) highlights the model 
of applying Jigsaw technique as follows: the teacher asks the students to discuss a 
part of the story based on the picture given in order to become an "expert groups".  
Having understood their part of the story, students present a paragraph describing 
events in the picture in their new group. All the members of group are sharing a part 
of the story to get the complete story in their home group. Finally, as the main 
activity the students write their complete story individually. To sum up, by applying 
Jigsaw technique, it is assumed that the classroom interaction in writing lesson can 
be activated. Students can assist and encourage each other to study hard. They can 
also learn how to construct good social relationship with other members of the 
group. They can share ideas as well as receive and appreciate their friends’ opinions. 
So, Jigsaw is considered a useful technique in making a writing class alive and more 
active. It creates students-centered situation in the classroom. 
   
Procedure of Jigsaw Technique in the Teaching of Writing 
    The jigsaw classroom is very simple to use. Aronson (2008) outlines ten easy 
steps in implementing the jigsaw technique as follows. (1) Divide students into 5 or 
6 person jigsaw groups. The groups should be diverse in terms of gender, ethnicity, 
race, and ability. (2) Appoint one student from each group as the leader. Initially, this 
person should be the most mature student in the group. (3) Divide the day’s lesson 
into 5-6 segments. (4) Assign each student to learn one segment, making sure 
students have direct access only to their own segment. (5) Give students time to read 
over their segment at least twice and become familiar with it. There is no need for 
them to memorize it. (6) Form temporary “expert group” by having one student from 
each jigsaw group join other students assigned to the same segment. Give students in 
these expert groups time to discuss the main points of their segment and to rehearse 
the presentations they will make to their jigsaw group. (7) Bring the students back 
into their jigsaw groups, (8) ask each student to present her or his segment to the 
group. Encourage others in the group to ask questions for clarification. (9) Float 
19 
 
from group to group observing the process. (10) At the end of the session, give a 
quiz on the material so that students quickly come to realize that these sessions are 
not just fun and games but really count.  
    Furthermore, the procedure of jigsaw technique according to Broward County 
Public Schools in Parker (2008, p.1): first, students are divided up into groups. The 
number in each group depends on the number of subtopics. Second, each member of 
the group is assigned a section or portion of the material. Third, each student meets 
with the members of the other groups who have the same assigned section forming 
an expert group. Fourth, the expert group learns the material together and decides on 
how to teach the material to the original groups. Fifth, student, an expert in one of 
the different areas of the topics being studied, return to their original groups and 
teach their area of expertise to the other group members. And finally, a quiz is given 
in the end. At that time no team members may help each other. 
   In addition, Hedge (2005, p. 40-41) suggests some steps in applying the jigsaw 
technique in story writing, which include: first, put students in groups of three, 
depending on the size of the class, which so called expert group. Second, give each 
group or individual in a group one picture, so everyone in the group has the same 
picture to discuss and write about. Third, work together within their group, students 
write a paragraph describing events in their picture. When the paragraph is agreed 
and completed, each student writes down his/her own copy. Fourth, collect the 
pictures. Then reorganize the class into groups of five, each student having a 
description of one picture/part of the story. Fifth, ask the students to assemble the 
parts into a narrative, making necessary modifications to produce a logical story. 
Sixth, ask the students to read aloud to compare and assess them. 
 
The Implementation of Jigsaw in Teaching Reading 
     The Jigsaw reading is a great way to promote group reading in the classroom. It 
gives students the opportunity to interact meaningfully with reading material, and 
gives students responsibility for teaching the ideas to other members of the class. In 
Jigsaw model, students are assigned to build cooperative groups. Then, all groups are 
given the same topic. Afterwards, the materials are divided into parts so that each 
student has part of the materials needed to complete the assignment. Each member is 
assigned to learn one section of the passage. Then, he or she is assigned to teach to 
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the other members within the group.  This table describes the teacher’s activity in the 
implementation of Jigsaw model in reading class. 
 
 
Table 1. The Application of the Jigsaw Strategy in Reading Class 
Jigsaw Model Development Strategy 
Teacher’s Activity Description 
 
The class activity is 
designed to guide 
students to lead 
students to the topic 
discussed. 
The class was divided 
into Jigsaw groups.  
 
       Pre Reading 
1.  Opening the class. 
2.   Explaining the 
procedures of the 
Jigsaw strategy.  




1.   Telling students the objectives of the 
meeting.  
2.   Dividing students into Jigsaw groups. 
 3.  Giving instructions how to work 
cooperatively in their groups. 
4.   Brainstorming students about the topic. 
 
The class activity is 
designed to guide 
students to improve the 
students’ reading 
comprehension skills 
using the Jigsaw 
strategy and to improve 
the students’ ability to 
comprehend the 
content of the passage.  
 
     
 
    
   Whilst Reading 
4.   Assigning students 
to form temporary 
expert groups. 
5.    Giving time for 
students to read and 





5. Giving students time to read over their 
section. Each expert group read a different 
section of the passage. 
6. Giving the expert groups to discuss the 
main points of their  segment. 
7.  Rehearsing the     presentations they will 
make to their Jigsaw groups. 
8.   In the expert groups, students share 
ideas, talk to others, and listen to other 
friends’ opinion. 
9.   Each student in the expert groups helps 
each other and plans how to teach the 
material to other members in the Jigsaw 
groups.  
10.  Each student writes a summary to be 
presented to their Jigsaw group. 
 
 
The class activity is 







8.   Taking students 
into their Jigsaw 
groups.  
9.   Observing the 
process. 
10. Giving a reading 
test. 
11. Evaluating the 
students’ achievement. 
 
          Post Reading 
 11. Asking each student to present her his 
section to the group. 
12. Encouraging others in the group to ask 
questions for clarification. 
13. Each student has a chance to teach other 
group members about the section that he or 
she has discussed in the expert groups. 
14. Floating from group to group and  
observing the process. 
15. At the end of the class, a reading test is 
given.  
 
Grouping in Jigsaw Technique 
     Grouping is essential to cooperative learning. Successful Jigsaw activity also 
needs effective implementation of student groups. Teacher should assign students to 
heterogeneous groups in terms of ability, ethnic, and gender. The students are placed 
in four to six members cooperative groups by taking into consideration that the 
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groups should be heterogeneous in terms of ability, background knowledge, and sex. 
The purpose of dividing heterogeneous groups is to develop positive 
interdependence and to make groups members feel comfortable with one another so 
that they can accomplish a task cooperatively. Kagan, 1994 in Dotson (2001, p.1) 
    The most widely used team formation is that of heterogeneous teams, containing 
a high, two middle, and a low achieving student and having a mix of gender and 
ethnic diversity that reflect the classroom population. The rationale for 
heterogeneous groups argues that this produces the greatest opportunities for peer 
tutoring and support as well as improving cross-race and cross-sex relations and 
integration. Occasionally, random or special interest teams could be formed to 
maximize student talents or meet a specific student need. 
 
     There are many ways of grouping that can be used by the teacher. The teacher can 
choose students randomly from attendance list, account off, and can group the 
students according to the result of starting scores. To be more clearly, the illustration 
of the groups in the jigsaw teams is adapted by Harmer (2004, p.80). 
    The strategy in grouping the jigsaw technique is that each group is given a set of 
pictures. Then, all students who have number 1 form Expert Group 1 and describe 
picture one. Otherwise, students with number 2 form Expert Group 2 and describe 
picture two, and so on. These Expert Groups are expert in the section given to them 
and explain their understanding about a specific material given to their jigsaw 
groups. After the expert groups have mastered the material, they return and meet 
together to the original groups (group A to D). The students in each group teach one 
another the section they have work on. Finally each student has to write the complete 
story individually. Group A: Student 1A, student 2A, student 3A, and student 4A;   
Group B: Student 1B, student 2B, student 3B, and student 4B  ; Group C: Student 
1C, student 2C, student 3C, and student 4C  ; Group D: Student 1D, student 2D, 
student 3D, and student 4D   
      All of the students with number 1 from expert group 1 are given the same 
concept to master. Students with number 2 from expert group 2 are given a different 
concept to master, and so on. These temporary expert groups become experts in the 
section given to them and they are assigned to develop a strategy to explain their 
understanding to the Jigsaw group members. After the expert groups have completed 











(4 or 5 members heterogeneously grouped) 
 









   Group A     Group B       Group C        Group D 
 
 
Figure 1. The Jigsaw Teams 
 
Advantages of Jigsaw Technique 
   There are several benefits of Jigsaw strategy. First, Jigsaw promotes a cooperative 
learning which can give an effect on the students’ self-esteem. Slavin (1995, p.60) 
stresses that in Jigsaw, each student is made to feel important because she/he has 
information that is essential to the group. He states that the most important 
component of students’ self-esteem in cooperative learning which is promoted in 
Jigsaw is the feeling that they are well liked by their peers and the feeling that they 




























    Second, it improves students’ motivation. Related to the technique, the students 
achieve success as a consequence of paying attention to their peers, asking questions, 
helping each other, teaching each other, and helping each other to teach in a small-
group work. The affective benefit of small-group work is an increase in students’ 
motivation (Brown, 2001, p.178). For instance, if group and individual performances 
are components of the final assessment, individuals are motivated not only to learn 
the material but also to encourage all group members to understand the basic of the 
knowledge. No student can succeed completely unless everyone works well together 
as a team. Being motivated, students will participate actively during the lesson. 
   Third, it increases enjoyment of the learning experience. Brown (2001, p.185) 
states that the students enjoy the Jigsaw technique and often find challenging things 
because the sense of competition and fun. There is less boredom in Jigsaw classroom 
than in traditional classroom. Students in Jigsaw classes report better while being in 
the position of the teacher and it can be an exciting change of place for all students. 
If smart students are encouraged to develop the intellect teacher, the learning 
experience can be transformed from boring task into an exciting challenge.  
    Based on the teacher’s teaching experience, the implementation of Jigsaw model 
in teaching reading gave many benefits to students in many ways. First, it can 
improve their reading ability. Second, there is a positive interdependence for each 
member of the groups. Each member had the same chance and responsibilities to 
present their findings to their Jigsaw groups. They can work together to accomplish 
shared goals and do the assignment cooperatively rather than competitively and 
individualistically. Third, there is an individual accountability. Each member of the 
Jigsaw groups has individual responsibility to master the section given, make some 
important notes about the paragraph, and present the findings to his or her Jigsaw 
group. Through the Jigsaw class experience, students fundamentally change their 
self-esteem. Third, they perceive that they can reach their learning goal if the other 
students in the group also reach their goals. They perceive that they are linked with 
each other in a way that one cannot succeed unless everyone succeed. Fourth, in the 
Jigsaw class, it gives students opportunity to interact meaningfully with reading 
material and gives students responsibility for presenting ideas to other members of 
the Jigsaw group. It also enables to integrate four aspects of language skills (reading, 
writing, listening, and speaking). Class discussion provides students the chances to 
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talk and listen each other. It enables teachers to interact with students and provide 
opportunities for students to share ideas and develop their ability to communicate 
each other.  
 
 Disadvantages of Jigsaw Technique 
   Many researchers demonstrate numerous advantages of Jigsaw technique; this does 
not mean that implementing Jigsaw is not without problem. The problems are 
considered as the disadvantages for carrying out the technique.  First, the poor 
reader, who not only cannot read very well but also cannot easily get the information 
from the text, is the common problem (Aronson, 2008). The problem for the poor 
students is that they cannot hide the fact from their peers as they might have been 
able to do in a more conventional classroom. As a result they are under pressure and 
which could inhibit their performance still further.  Second, boredom usually 
happens to the bright students in jigsaw situation. They become impatient, bored, or 
resentful of the slower students (Aronson, 2008). Moreover, because their minds are 
so quick, the bright students tend to be among the most easily bored if the activities 
are moving too slowly for them. Third, the jigsaw classroom is noisy (Aronson, 
2008). The students are scattered around the room. Everybody is talking at once.  A 
non-jigsaw teacher might be thought that the jigsaw teacher must be an undisciplined 
person, unskilled, and ineffective for how students learn in such noisy atmosphere. 
   All the problems above do occur in implementing the Jigsaw technique if the 
jigsaw teacher is not creative enough to tackle and handle the problems.  There are 
several tactics a teacher can do to solve the problems. For example, the teacher 
involves the students in the expert group. This is one of the strategies for helping the 
poor readers and the bright students. In this way, poorer students are helped by their 
peers who have the same topic. Meanwhile the bright students eliminate their 
boredom by teaching others. By developing the mindset of a teacher, the bright 
students can turn into exiting challenge otherwise slower students are experiencing 
by this activity for solving problem. In addition, to reduce the noisy class, the jigsaw 
teacher should maximally acts as a facilitator, moves around the class, from jigsaw 





3. Demonstration Method 
    The demonstration strategy is effective for long-term memory retention and 
appropriate to college students’ study skills (McCabe 2014). The demonstration 
method is a wonderful way to explain things to students and help them learn the 
necessary skills, yet it has its pros and cons. This strategy improves the 
understanding of complex skills and principles. Students can pay their attention and 
follow along with the learning process. Knowledge becomes permanent because this 
method requires different human senses. Students are motivated to study and gain 
necessary skills. The psychomotor objective is easily achieved through this method. 
No time is wasted because students see the process live and understand how to apply 
theoretical knowledge practically.  
    The act of demonstrating readily helps to kindle more natural interactions between 
the students and the teacher. Their active responses and completely spontaneous 
observations provide an excellent opportunity for the teacher to connect with them 
and with their unedited ideas. In-class demonstrations, a standard constituent of 
science courses in schools and universities, are generally believed to help student 
understand science and to stimulate student interest (Crouch et al. 2004). Most 
students get a great deal more out of visual information than verbal information 
(spoken and written words and mathematical formulas). This teaching method can be 
effective if the students are attentive and want to learn. It can also work if the teacher 
is dedicated to his or her profession and willing to spend time to create or prepare the 
demonstration models. A method of instruction where the instructor by actually 
performing an operation or doing a job shows the students what to do, how to do it, 
and through explanations brings out why, where, and when it is done. 
   Demonstrating, which is also called the coaching style, is the process 
of teaching through examples or experiments. The framework mixes the instructional 
strategies of information imparting and showing how. For example, a science teacher 
may teach an idea by performing an experiment for students. A demonstration may 
be used to prove a fact through a combination of visual evidence and 
associated reasoning. Demonstrations are similar to written storytelling and 
examples in that they allow students to personally relate to the presented 
information. Memorization of a list of facts is a detached and impersonal experience, 
whereas the same information, conveyed through demonstration, becomes personally 
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relatable. Demonstrations help to raise student interest and reinforce memory 
retention because they provide connections between facts and real-world 
applications of those facts. Lectures, on the other hand, are often geared more 
towards factual presentation than connective learning. 
    One of the advantages of the demonstration method involves the capability to 
include different formats and instruction materials to make the learning process 
engaging. This leads to the activation of several of the learners' senses, creating more 
opportunities for learning. The approach is also beneficial on the part of the teacher 
because it is adaptable to both group and individual teaching. While demonstration 
teaching, however, can be effective in teaching Math, Science, and Art, it can prove 
ineffective in a classroom setting that calls for the accommodation of the learners' 
individual needs. Demonstrations provide a multi-sensory means to describe a 
concept, idea, or product that may otherwise be difficult to grasp by verbal 
description alone (Cabibihan 2013).  
    Demonstration strategy has emerged to become an instructional approach that is 
gaining rising interest within the engineering education community (Hadim and 
Esche 2002). Demonstration means an act of showing something by proof or 
evidence. From the definition, it can be seen that the purpose is to show and to 
explain how something works or is accomplished. So that the audience get the 
message clearly since they listen, know, and see the steps of how something is done. 
According to the Barton, et al. (1976, p. 157) the demonstration method, when 
properly selected and used, may be very effective. It is not a universal method, 
however, demonstration are most likely to be successful (1) in teaching operative 
skills (2) in developing understandings, (3) in show how to carry out new practice, 
and (4) in securing the acceptance of new and improved ways of doing things. 
Demonstration method develops students’ understanding or makes them easier to 
understand how something is done. So, students find it easy to write what they have 
seen, listened, and practiced. According to Barton, et al. (1976, p. 157) there are 
seven advantages of demonstration method: 
a. Demonstrations attract and hold attention; they are interesting.\ 
b. Demonstrations present subject matter in a way that can be understood easily. 
c. They convince those who might otherwise doubt that a thing could be done, 
or that they themselves could do it. 
d. The demonstrations method is objective and concrete. 
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e. Demonstrations permit the teaching of theory along with practice. 
f. Demonstrations yield a high rate of “take” to “exposures”. 
g. They aid in developing local leadership. 
 
Procedure of Writing Demonstration Method 
The followings are the procedures of applying the Demonstration method in teaching 
writing: 
a. Planning and preparation. The teacher plans the step in the demonstrational 
process, including the things that should be done and the key points to be 
emphasized whit each step. And also prepare apparatus required for the 
experiment. 
b. Introducing of the lesson. The teacher explains the goal of the learning, so 
that the students know what they will do. 
c. Performance. In performance, the teacher has to focus on the students 
whether they can view the object of what the teacher performed. Then, the 
teacher demonstrates each step slowly and carefully. And add demonstration 
with illustration and explanation. 
d. Supervision. The teacher asks students to write the goal of previous 
performance, the material used, and all steps demonstrated by the teacher.  
    Writing is found to be difficult to be mastered by students. They have to study 
harder in order to write effectively. There are some reasons why writing is difficult 
for students. Firstly, writing requires good grammar in its process, while most 
students do not really like to study grammar. Secondly, people are often known to 
spend less time to write than to listen, to speak, and even to read. Thirdly, most 
students are not confident in writing. They usually think that their writing is bad. In 
addition, the students are not able to write a text because they can not arrange the 
steps of  writing text or can not arrange the sequence of steps in good order. By using 
demonstration method in teaching writing, it will develop understanding of students 
in writing the steps of sequence in good order. The students will be able to see the 
steps of doing or making something closely and directly. So, the students will be able 
to arrange the steps of writing text easily. 
 
B. Language Skills 
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    Acquiring a new language necessarily involves developing the four primary skills 
of listening, reading, speaking and writing. A good way of teaching a target language 
is practicing the four modalities in varying degrees and combinations. According to 
Jordan (1997), in learning a second language, it is emphasized that all the language 
skills should be worked on simultaneously and focusing on one skill should not 
interrupt learning the other skills. The language learning skills have been divided 
into two major groups including receptive (listening and reading) and productive 
(writing and speaking) skills. Investigating the interrelation between the components 
of skills in each group as well as their mutual effect can lead to the improvement of 
their actual application in practical teaching processes. This study mainly 
concentrated on the three language skills: writing, reading and speaking.   
1. The Nature of Reading  
     Reading is an activity characterized by the translation of symbols, or letters, into 
words and sentences that have meaning to the individual. The ultimate goal of 
reading is to be able to understand written material, to evaluate it, and to use it for 
one's needs (Microsoft Encarta Reference Library, 2003). In order to read, one must 
follow a sequence of characters arranged in a particular spatial order. For example, 
English flows from left to right, Hebrew from right to left, and Chinese from top to 
bottom. The reader must know the pattern and use it consistently. Ordinarily, the 
reader sees the symbols on a page, transmitting the image from the eye to the brain, 
but reading can also be accomplished by touch, as in the Braille system, a printing 
method designed for the blind that involves raised or punched dots. Before the 
teacher teach reading, he/she should know what reading comprehension is. In this 
sense, McNeil (1992, p.10) states: 
 “Reading comprehension means searching for meaning actively using the 
knowledge of the world and of text to understand each new thing. There are 
three elements that encompass this definition: (1) a reader needs knowledge of 
the world to understand new things; (2) a reader needs to be familiar with the 
variety of text structure he/she is likely to encounter; and (3) a reader needs to 
seek meaning and not passively for it to rise up from the page.”    
   As a complex process, reading is a recognition and comprehension of written 
symbols which are affected by reader’s perceptual skills, decoding skills, 
experiences, language backgrounds, mind sets, and reasoning abilities as they 
anticipate meaning on the basis of what has been read (Harris and Sipay, 1980, p.10). 
This opinion implies that reading activity as a complex process. It involves two main 
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aspects: linguistic competence and background knowledge. Of the two primary 
aspects, there are three divergent models of reading process: bottom up, top down, 
and interactive models. In the bottom up model, reading is basically a translating, 
decoding, or encoding process. The bottom up models of reading are models of 
reading, which assume that the process of translating print to meaning begins with 
the print. The process is initiated by decoding graphic symbols into sounds. 
Moreover, Gebhard (2000) states that bottom up model refer to a process of 
decoding a message, which the readers read through the analysis of sounds, words, 
and grammar. To comprehend written language, the readers rely on their ability to 
recognize words, phrases, and sentences. In line with this, Nunan (1999, p.4) also 
states: 
“Bottom up model focuses learners on the individual components of written 
messages: phonemes, graphemes, individual words, and grammatical elements 
which need to be comprehended in order to understand the messages.”    
 
    Meanwhile, the top down models view that information processing during reading 
is triggered by the reader’s prior knowledge and experience in relation to the writer’s 
message (Vacca, et. al., 1999, p.20). Here, meaning or comprehension is obtained by 
using only as much information as necessary from the graphic, syntactic, and 
semantic cue system.  In line with this, Marzano, et. al. (1987, p.50) states: 
“The top down model of reading deals with the emphasis on having the student (a) 
recognize that reading is a process of obtaining meaning, and (b) utilize his or her 
knowledge of the world and of information in print to extract meaning.”    
 
 In top down models, the reader’s cognitive and language competence plays an 
important role in the construction of meaning from printed materials. It is based on 
psycholinguistic theorist’s view that reading as “psycholinguistic guessing game” is 
an interaction between thought and language or a process which involves using 
available language cues selected from perceptual input on the basis of the reader’s 
predictions. Top down theorists believe that skilled readers go directly from print to 
meaning without first decoding speech. To comprehend the text, students rely on 
their background knowledge connected to the content of what they are reading.  In 
line with this, Gebhard (2000) states that top down models in reading are models in 
which readers comprehend written language based on their background knowledge 
or schemata related to the content they are reading. Furthermore, he calls this model 
as “conceptually driven” processing because reader processes the meaning according 
to his content schemata. 
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    Another model of reading is interactive model. An interactive model is a 
combination between bottom up and top down models. This model tends to be more 
suitable for skilled readers. For them, both bottom up and top down models can 
occur simultaneously. It means when the readers are confronted with the reading 
texts, they must activate both their linguistic competences and their schemata related 
to comprehending the content of the texts. Furthermore, Vacca, et. al. (1999, p.21) 
claim that neither prior knowledge nor graph phonic information is used exclusively 
by readers. They further state that interactive models suggest that the process of 
reading be initiated by formulating hypothesis about meaning and by decoding 
letters and words.          
   Based on the above definitions, it can be stated that reading comprehension is a 
process that involves actively constructing meaning among the parts of the text, and 
between the text and personal experience. It is the ability to understand the new 
information in light of what the reader already knows. 
 
Levels of Reading Comprehension 
    Some experts give various classification on the levels of reading comprehension. 
Some of them divide reading comprehension into three categories: reading the lines, 
reading between the lines, and reading beyond the lines. Rubin (1982) divides the 
levels of reading comprehension into four categories: literal comprehension, 
interpretation, critical reading, and creative reading. In the present study, the three 
levels of reading comprehension as stated by Edgar Dale in McNail (1984) are 
employed. They are literal comprehension (reading the lines), interpretative 
comprehension (reading between the lines) and applied/ critical comprehension 
(reading beyond the lines) as described below. 
 
Literal Comprehension 
    Literal comprehension or reading the lines is the basic level of comprehension. 
The purpose of literal comprehension is to identify specific information presented by 
the author of the text. Here, the readers need the criteria to determine what 
information to identify and subsequently to remember because the texts are filled 
with specific information. The readers should acquire when they wants to know what 
is read. It involves acquiring information that directly stated in the text.  The basis of 
literal comprehension is recognizing stated main ideas, details, causes and effects, 
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and sequences. The most important thing is a thorough understanding of vocabulary, 
sentence meaning, and paragraph meaning. At this level, reading is aimed at 
obtaining the detail information of a text effectively, especially in comprehending 
the text as it is stated by the words, sentences, or paragraph in the text. To help 
students to be able to obtain the specific information in the text, the teachers should 
use an organizing idea, provide declarative statements that duplicate information 
found in the text. Teachers should emphasize on how to direct students to understand 
the specific information stated in the text by the help of ideas organization.    
 
Interpretative/ Inferential Comprehension 
   Interpretative comprehension or reading between the lines is a process of deriving 
ideas that are implied rather than directly stated. It requires the readers to discover 
implicit or intended meaning of the text. At this level, the readers must infer what the 
author means. They must recognize the relationships that exist among the main ideas 
and details and use these relationships to make inferences and draw conclusions 
about the author’s intentions and implicit meaning. In line with this, Vacca, et. al. 
(1999, p.199) state that recognizing what the author says is necessary, but not 
sufficient, for making meaning from print. Students need to search for implicit . 
information or intended meaning. Similarly, Callahan, et.al. (1992, p. 337) state: 
 “Reading between the lines or inferential comprehension is one which the 
readers “recognize” the author’s intent or purpose, interpret the thoughts, pass 
judgment on his statements, search for and interpret clues…, distinguish between 
fact and opinion and separate his own ideas from the author’s.”  
 
Interpretative comprehension usually includes making inferences about main ideas 
of passages, cause-effect relationship that are not explicitly stated, referent of 
adverbs, and omitted words. Besides, it also contains detecting the mood of the 
passage and the author’s purpose in writing a selection, drawing conclusions, and 
interpreting figurative languages.  
 
Applied/ Critical Comprehension 
    Applied comprehension is so called reading beyond the lines. This implies that 
comprehension is achieved by connecting prior knowledge and experience with ideas 
that are inferred or deduced from the text. At this stage, readers are required to 
function their ability to analyze, synthesize, apply and evaluate when they are 
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confronted with reading texts so as to create new insights about the material.  
According to Vacca, et. al. (1999), applied comprehension involves divergent 
thinking and includes analysis, synthesis, application, and evaluation. It requires the 
readers to react in terms of its relevance and significance and they are also involved 
in creating new insights about the material. The basic concept of applied/critical 
reading is evaluating written material, such as comparing the ideas discovered in the 
material with known standards and drawing a conclusion about accuracy, 
appropriateness, and timeliness. At the applied level, reading deals with the question 
“What does the information mean to the reader?” The critical reader must be an 
active reader, questioning, searching for facts, and suspending judgment until he or 
she has considered all the material. 
    In instructional setting, teachers should support students’ applied comprehension 
by helping them establish purposes for reading, reviewing what they already know 
about the topic, guiding their literal and interpretative comprehension of the text 
(Herber and Herber, 1993). 
 
Factors Affecting Comprehension 
   Reading a foreign language does not only appear problems in content but also 
arouses syntactical matters. Dealing with this problem, Bruder (1986) states: 
“Even for students who have thoroughly mastered the basic features on the 
writing system, there may be serious problems in reading comprehension 
due not only a limited knowledge of vocabulary or lack of familiarity with 
the grammatical and rhetorical conventions of the language but also 
limited previous experience with the subject matter dealt within reading 
selection.”   
 
Furthermore, he explains that much of the difficulty that foreign language learners of 
English experience in reading due to the inability to relate what they are reading to 
their own preexisting knowledge. In line with this, Carrel and Eisterhold (1983) 
point out that comprehension involves not only the readers’ language proficiency but 
also their schemata.  From the above explanation, it can be inferred that the students’ 
success and failure in comprehending the reading text is affected by two main 
factors: the teacher, and the text. 
The Reader 
    The reader is one of the factors that may bring about the problem of reading. 
When one is reading, he or she is actually active in understanding the meaning of the 
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text. In this sense, one brings a previously acquired knowledge in mind to 
incorporate with the new information in the text, which is so called background 
knowledge (Carrel and Eisterhold, 1992). Based on schemata theory, it is believed 
that what readers know affects what they understand, and they should be able to 
engage their prior knowledge in order to make sense of the text. Moreover, 
background knowledge can affect the students’ ability to comprehend the meaning of 
the text in four ways: (1) by influencing the way information is organized and stored 
in the memory, (2) by influencing the type of information brought to mind when 
reading about particular topic, (3) by influencing the association made, due to 
personal experiences and background knowledge, and (4) by influencing the 
language or vocabulary applied because of the perspective brought to the task of 
reading (Mason, 1990).  
In line with this, Snow (2002) states that to comprehend a written text, a reader must 
have a wide range of capacities, motivation, and various types of knowledge. The 
reader whose good memory and a high critical analytic ability will achieve adequate 
comprehension. Conversely, the reader who has low attention to the text, weak 
memory, and low critical analytic ability will find difficulties in comprehending the 
text.      
 
The Text 
    The text is another factor that causes problems in reading. The availability of text 
is believed to be indispensable to any reading activities. Besides, the difficulty of 
vocabulary items, length and material difficulty of the text and the cohesiveness of 
the text are also causing poor comprehension on the part of students. In line with 
this, Snow (2002) states that the features of the text have a large effect on 
comprehension. Texts can be said difficult or essay depending on factors inherent in 
the text, on the relationship between the text and the readers’ knowledge and ability, 
and on activities in which the reader is engaged. Therefore, the teachers should 
consider that the text should be appropriate to the students in respect to its length and 
material difficulty. Besides, it should be relevant to the students’ age, reading ability, 
and background knowledge.    
 
Teaching Reading in EFL Classes  
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    Teaching reading in EFL classes is to teach the language itself. It also functions to 
prepare students to read informational materials. The focus is on helping students 
acquire the skills needed in attempt at constructing meaning. In this sense, the 
reading teachers have an important role in helping students acquire the skills needed 
from bringing their experiences to bear upon written materials. They should assist 
students to use the skills of reading efficiently and effectively.  An effective reading 
teacher should have a great deal of knowledge about the reading process, the 
sequential development of reading skills, the materials for use, and the students 
being taught. Harmer (2000) explains some principles of the effective teaching of 
reading. First, reading is not passive skill. This principle implies that the students 
have to understand what is read before beginning to read, such as the meaning of 
words, seeing the pictures what the words conveying, and understanding the 
arguments. Second, the students need to be engaged into what they are reading. In 
this sense, the teacher needs to provide the reading text that interests them. Third, the 
students should be encouraged to respond to the content of a reading text. In this 
sense, the teacher should give chances to students to respond to that message in some 
ways. Fourth, prediction is a major factor in reading. Here, the students should have 
in mind the expectation of what they would find in reading and they should set up 
the purpose when the active process of reading is ready to begin. Fifth, the task 
should be matched with the topic. In this sense, the teacher needs to choose good 
reading tasks such as the appropriate forms of questions.  
   In addition, there are three stages of learning process in reading class: pre-reading, 
whilst reading, and post-reading. In the pre-reading activity, the teacher leads 
students to the topic discussed. Here, the teacher should brainstorm the students’ 
background knowledge about the topic discussed by giving opinion, asking questions 
related to the topic, and so on. In the whilst-reading activity, the teacher leads 
students to improve the students’ reading comprehension skills.  He or she may ask 
the students to read the passage given, find the difficult words in the text, or discuss 
the content of the passage. In the post-reading activity, the teacher checks the 
students’ reading comprehension. In this sense, he or she may ask questions related 
to the passage discussed or give a reading test.  
     In teaching reading, there are at least two techniques of reading skills used by 




a. In skimming, the students are required to find the general idea of the text. When 
skimming, one’s eyes go quickly into sentences of the paragraph containing main 
ideas. The activity for skimming is, for example, to determine the best title of a 
passage. In this sense, students have to read the passage quickly to get its general 
information.  
b. In scanning, the students are expected to locate facts or specific information. 
Scanning exercises may ask students to find a particular date, name, number, or 
definition of a key concept or to list a certain number of supporting details. The 
purpose of scanning is to extract specific information without reading the whole 
text. 
 
    Reading process, related to education and teaching, involves specific 
characteristics that teacher or educator needs to pay attention to. Nunan (1999, p. 
249) states that: 
“Unlike speaking, reading is not something that every individual learns to 
do. An enormous amount of time, money, and effort is spent teaching 
reading in elementary and secondary school around the world. In fact, it is 
probably true to say that more time is spent teaching reading than any other 
skill. For hundreds of years, being literate has been the mark of the educated 
person. One of the greatest indictments of many education systems is that 
some children spend up to twelve years in school and do not become 
literate”. 
 
This opinion implies that to teach reading skill we must pay special attention to it, 
for the sake of success. We have to know the different types of reading so that we 
know what to do in teaching reading skills to the students. There are some different 
types of reading (Nunan, 1999, p. 249). They are receptive reading, which is rapid, 
automatic reading that we do when we read narratives; reflective reading, in which 
we pause often and reflect on what we have read; skim reading, in which we read 
rapidly to establish in a general way regarding what a text is about; and scanning, or 
searching for specific information. 
    Another important factor related to reading process is reading purpose. Reading 
purpose can influence reading process. As we all know every activity is usually done 
for a specific purpose. Different purposes will produce or create different activities. 
In line with the importance of this factor, Nunan (1999, p.249) suggests that there are 
seven main purposes for reading. They are (1) to obtain information for some 
purposes or because we are curious about some topics, (2) to obtain instruction or 
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how to perform some tasks for our work or daily life (e.g., knowing how an 
appliance works), (3) to act in a play, play a game, do a puzzle, (4) to keep in touch 
with friends by correspondence or to understand business letters, (5) to know when 
or where something will take place or what is available, (6) to know what is 
happening or has happened (as reported in newspapers, magazines, reports), and (7) 
for enjoyment or excitement. From the description above, it can be clearly said that 
reading is a complex process since it involves various aspects such as translation of 
symbols, evaluation, following a sequence of characters, knowing the type of 
reading, as well as the purpose for the sake of the success of reading process. 
 
Techniques in Teaching Reading Skills  
   There are many skills used by students in gaining meaning and interpreting the 
texts. Related to this study, there are two common techniques of teaching reading 
skill that are relevant with the students in college level. These are skimming and 
scanning as elaborated below. In skimming, the students are required to find the 
general idea of the text. When skimming, one’s eyes go quickly into sentences of the 
paragraph containing main ideas. Gebhard (2000) states that the activity for 
skimming is, for example, to determine the best title of a passage. In this sense, 
students have to read the passage quickly to get its general information. In scanning, 
the students are expected to locate facts or specific information. Scanning exercises 
may ask students to find a particular date, name, number, or definition of a key 
concept or to list a certain number of supporting details. The purpose of scanning is 
to extract specific information without reading the whole text.  
Tasks that Stimulate Reading  
   Before starting to teach reading, the teachers need to select activities available in 
textbooks. Ur (1996) states that a task is useful for two reasons. First, it provides the 
students with a purpose in reading and make the whole activity more interesting. 
Second, the teacher needs to know how well his students’ reading and he can get this 
information conveniently through looking at the results of comprehension tasks.  
To stimulate the students’ reading, some possible reading activities can be an 
alternative as follows: (a) Pre-question. A general question is given before reading 
such as asking the students to find out a piece of information of the text. (b) Do-it-
yourself questions. Students compose and answer their own questions. (c) Provide a 
title. Students suggest a title if none was given originally. (d) Summarize. Students 
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summarize the content of the text. (e) Continue. For example, the text is a story. 
Students suggest what might happen next of that story. (f) Preface. For example, the 
text is a story. Students suggest what might happen next before. (g) Gapped text. 
Towards the end of the text, four or five gaps are left that can only be filled in if the 
text has been understood. (h) Mistakes in the text. The text has occasional mistakes. 
Students are told in advance how many mistakes to look for. (i) Comparison. There 
are two texts on a similar topic. Students are told to point out the similarity or 
difference of the content of the text. (j) Responding. The text is a letter or a simple 
provocative text. Students are told to discuss how they would respond or write an 
answer. (k) Re-presentation of content. The text gives information or tells a story. 
Students are told to re-present its content through a different graphs, such as drawing 
that illustrates the text, marking map, listing of events described in the text.     
Comprehending Reading Texts 
    Comprehension in reading is certainly very essential, since comprehension is 
actually the main purpose of reading a text. As already known, when one reads a 
text, whether it is an easy text or a difficult one, his first purpose is to understand the 
text as soon as possible. In this case there are two important aspects to consider 
namely comprehension and reading speed. The two aspects are closely related in 
comprehending reading texts, since both can influence the success of reading 
process. Zorn (1980, p.70) states that it is worthless to read faster but to comprehend 
poorly. On the other hand, very often a reader does not need to comprehend many 
things from the passage. Therefore, to read every piece of material slowly and 
ponderously is inefficient. Speed to a certain extent can be increased, but to a certain 
level of comprehension cannot. To comprehend a text well, there are some aspects 
and requirements involved. The finding of psycholinguistic studies on reading has 
given new insights into the nature of the reading process. Some of the important 
insights are: (a) Reading should be based as much as possible on what the reader has 
known, that is prior  knowledge and intellectual abilities; (b) Reading is an active 
process that involves only important visual, syntactic, and semantic cues, combined 
with previous knowledge and intellectual abilities to interpret the meaning; (c) 
Reading is a predictive process, that is, a process of constantly making hypothesis 
against relevant data in the reading passage, and revising the hypothesis if they are 
inadequate; (d) Reading should aim at overall meaning due to limitation of human 
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memory. Efforts to remember all details are destructive of comprehension and are of 
little importance; (e) Reading should be fast. Slow reading as the result of frequent 
regressions will hinder comprehension (Goodman & Yetta, 1982; Smith, 1980).  
Prior knowledge or background knowledge is something very important in 
comprehending a text. Natural reading requires students to construct their own main 
ideas by bringing in their background knowledge, ideas, and values and by 
integrating the information into the ideas in the text for the purpose of generating 
new meaning (Durkin, 1981; Rumelhard, 1984). It is not uncommon that students are 
discouraged in reading because of insufficient background knowledge and 
experience.  
     There are two kinds of background knowledge: content schema and formal 
schema. Content schema deals with students’ store knowledge relative to the content 
domain of the text. Formal schema is the knowledge relative to the formal or the 
rhetorical organization or structure of different types of texts (Carrel, 1987, p. 461). 
Several studies have shown that texts with familiar content should be easier to read 
than those containing distant, unfamiliar subject. Similarly, research on formal 
schemata suggests that texts with familiar rhetorical organization should be easier to 
read than texts with unfamiliar rhetorical organization. In any text, each of the 
content subjects has a vocabulary of its own that must be learned. Even at the college 
level, students often need assistance in understanding technical terms. Improving 
students’ ability in reading textbooks can actually accelerate student learning of 
technical terms and appropriate language. In this case, vocabulary is not learned in 
isolation but is acquired through the integrated context of content area study. 
Ridgeway (1997) found a correlation between prior knowledge and interest. Adults 
tend to study what they are interested in and so they know more about it. From those 
descriptions, it is clear that background knowledge has essential role in the 
comprehension of a reading text. 
   The second insight related to reading is that reading is an active process. It needs 
active skills of the reader. We all know that reading involves some mental activities. 
Grellet (1990, p. 8) states that reading constantly involves guessing, predicting, 
checking, and asking oneself questions. This should therefore be taken into 
consideration when devising reading comprehension exercises. It is possible, for 
instance, to develop the students’ power of inferences through systematic practice, or 
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introduce question, which encourage students to anticipate the content of a text from 
its title and illustrations or the end of the story from the preceding paragraph. Other 
aspect of reading as an active skill is its communication function. As Grellet (1990, 
p.9) says, in reading comprehension, exercises must be meaningful and correspond 
as often as possible to what one is expected to do with the text. We rarely answer 
questions after reading a text, but we may have to: write an answer to a letter; use the 
text to do something (e.g. follow directions, make a choice and solve a problem); and 
compare the information given to some previous knowledge. The third insight 
related to reading is that reading is a partly predictive process or a hypothesis-based 
process. The reader continually makes predictions or questions about what he is 
reading. In line with the statement above, Grellet (1990, p.7) states that reading is a 
constant process of guessing, and what one brings to the text is often more important 
than what one finds in it. This is why, from the very beginning, the students should 
be taught to use what they know to understand unknown elements, whether these are 
ideas or simple words. This is best achieved through a global approach to a text.  









(Grellet 1990, p.7) 
Figure 2. : Process of Guessing 
    
The fourth insight relates to reading is that reading should aim at overall 
meaning due to limitation of human memory. Efforts to remember all details are 
destructive of comprehension and are of little importance. The fifth insight relates to 
reading is that reading should be fast. A good reader should have a good reading 
rate. Related to reading rate, actually there is no one rate of reading that is 
appropriate in all situations; rather, the efficient reader varies his rate according to 
his purposes and the requirements of the material.  To comprehend a reading text, a 
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reader employs different types of comprehension to understand fully what they read. 
Burn, et al. (1996, p. 255) state that there are three types of comprehension namely 
literal comprehension, inferential or interpretative reading comprehension, and 
evaluative or critical reading comprehension.  
    Reading for literal comprehension, or acquiring information that is directly stated 
in a selection, is important in and of itself and is also a prerequisite for higher level 
comprehension (Burn, et al. 1996, p. 255). Recognizing stated information is the 
basis of literal comprehension. The specific, explicitly stated part of a paragraph or 
passage that contains the basic information is the details on which main idea, cause 
and effect relationships, inferences, and so on are built. For example, in the sentence 
“The man wore a red hat,” the fact that a red hat was being worn is one detail that 
reader can note. To locate detail effectively, students may need some directions 
about the type of details signaled by specific questions. For example, a who question 
asks for the name or identification of a person, or sometimes an animal; a what 
question asks for a thing or an event; a where question asks for a place; a when 
question asks for a time; a how question asks for the way of something is or was 
accomplished; and a why question asks for the reason for something. After 
discussing these question words and their meanings, the teacher can model for the 
students the locations of answers to each type of question in a passage displayed on 
the chalkboard or transparency. The following are some activities for developing 
literal comprehension:  
1. After students have read a paragraph, preferably from a book they have chosen to 
read, ask them questions whose answers are directly stated in the paragraph, as 
shown in the following example. Have them show where they found the answers in 
the paragraph.  
Tom’s favorite toy was his dump truck. Although Tom was usually a 
generous boy, he never offered to let anyone else play with the truck. 
He had had the truck for three years, and it was still as good as new. 
Tom was afraid that other children would be careless with his toy. 
a. What was Tom favorite toy? 
b. What was the condition of Tom’s toy? 
c. How long had Tom had his favorite toy?  
2. Make some copies of a menu. After showing students how to locate items and 
prices, ask them to read it and answer specific questions such as these:  
a. What is the price of a soft drink? 
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b. Can you order a baked potato separately? If so, under what 
heading is it found? 
c. What else do you get when you order a rib steak? 
d. How many desserts are available? “ (Burn et al., 1996, p. 255). 
 
     Inferential or interpretive reading is reading between the lines or making 
inferences. Burn et al. (1996, p. 263) state that inferential reading is the process of 
deriving ideas that are implied rather than directly stated. This reading includes: (a) 
making inferences about main ideas of passage, (b) cause-and-effect relationships 
that are not directly stated, (c) referents of pronouns, (d) referents of adverbs, (e) 
omitted words, (f) detecting the mood of a passage, (g) detecting the author’s 
purpose in writing a selection, (h) drawing conclusion, and (i) interpreting figurative 
language. No text is ever fully explicit. Some relationship among events, 
motivations of characters, and other factors are left out, with the expectation that 
reader will figure them out of their own. Reader, therefore, must play an active role 
of constructing the meanings represented by the text. They must infer the implied 
information by combining the information in the text with their background 
knowledge of the world. Stories that require more inferences are more difficult to 
read. In line with the statement, Lange (1981, p. 443) states that “readers make 
inferences consistent with their schemata, but it is important to realize that children 
have less prior knowledge than adults do and do not always make inferences 
spontaneously.” Related to teaching inferential reading comprehension a teacher 
should apply a technique or strategy that is different from literal comprehension. 
Burn et al. (1996, p. 263) states that in inferential reading, 
“Students are expected to make inferences about a number of things: 
locations, people who act in certain ways, time, actions, devices, or 
instruments, categories, objects, causes and/or effects, solution to 
problems, and feelings. To make these inferences, they can relate 
important vocabulary in the reading material to the backgrounds of 
experience. First, teacher should explain how important words in a 
passage can help in making particular inference about the passage. Then 
the teacher should have students practice and apply these procedures. 
During the application phase, students are asked to make an inference 
based on the first sentence and then retain, modify, and reject it as each 
subsequence sentence in read.” 
 
Such instruction is needed because some students will make hypotheses 
about the reading material but will fail to modify them when additional information 
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shows them to be incorrect. Instead, they may distort subsequent information in an 
attempt to make it conform to their original hypotheses. These children may have 
problem with a passage that presents one idea and follows it with a contrasting or 
passages that presents an idea and subsequently refutes it. They may also have 
difficulty with passages that give example of topic, followed by a topic statement, or 
with passages that give no topic statement (Kimmel & Mac Ginitie, 1984). Related 
to teaching inference skill, Pearson (1983) cited in Burn et al., (1996, p. 265) 
describes a method to teaching the skill developed by Gordon and Pearson:  
“(1) ask the inference question, (2) answer it, (3) find clues in the text 
to support the inference, and (4) tell how to get from the clues to the 
answer (i.e., giving “a line of reasoning). First, the teacher models all 
four steps; then the teacher performs step 1 and 2, while requiring the 
students to complete step 3 and 4; then the teacher perform step 1 and 
3, requiring the students to complete step 2 and 4; and finally the 
teacher asks the question (step 1), and the students performs all the 
other steps. The responsibility of the task is thus gradually transferred 
and can be used for other skills as well.” 
Interpreting anaphora is another task that requires students to make 
inferences. Anaphora refers to the use of one word or phrase to replace another one. 
Examples are using pronouns in place of nouns (he for a noun like Bill), using 
adverbs for nouns or noun phrases (here for a phrase like in the kitchen), letting 
adjective stands for the nouns that would have followed them (several for several 
people), using superordinate term to stand for superordinate one (reptile for 
rattlesnake), using an inclusive term for an extended section of text (This for a 
disturbance in the neighborhood presented in an earlier sentence), and letting 
referents in another sentence or clause represent deleted items (I will to, following 
Mom will bake brownies for the sale. Bake brownies for the sale is “understood”) 
(Burn et al. 1996, p. 265). 
Reading Problems  
As already known, reading includes discovering meaning in print or script. In 
the reading process some problems usually occur. Gebhard (2000) states that 
teachers often face some problems especially related to teaching reading to EFL/ESL 
students. Problems are: (a) The “I want to read faster” problem. Students want to 
read faster, but they do not know how to increase their reading speed. (b) The 
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“vocabulary building” problem. It is not just beginners who need lots of vocabulary. 
All students need to work constantly on building vocabulary, and teacher can show 
how to do this on their own. (c) The “background knowledge” problem. Most 
teachers recognize that before students read, it is important to build students 
background knowledge, and they can do this in creative and interesting ways.” 
(Gebhard, 2000, p. 209). From Gebhard’s opinion, it can be stated that in general, 
there are two main reading problems, namely how to comprehend a reading text well 
and how to improve reading speed. 
 
2. The Nature of Writing 
     Writing means writing a connected text and not just single sentences for a 
purpose and a reader (Raimes, 1983, p. 11). Writing is a process of arranging the 
graphic symbols to form words and then words will be arranged into a sentence. In 
addition, when the students start to write, they use graphic symbols to express ideas. 
In this case, the students discover what they know then put it down in the written 
form. In order to make readable and understandable texts, the students need to do 
much effort and face difficult process for this. Richards and Renandya (2002, p.303) 
state that writing is the most difficult skill for second language (L2) learners to 
master. The difficulty lies not only in generating and organizing ideas, but also in 
translating these ideas into readable texts. In addition, writing is considered the most 
difficult and complicated language skill to be learned compared to other language 
skills; listening, speaking, and reading. In teaching and learning process, the four 
language skills are not taught separately. It means that when the teacher wants to 
teach writing, for instance, she/he involves other skills. In this case, writing is taught 
in an integrated manner with other skills (listening, speaking, and reading) and 
language elements (vocabulary, grammar, and pronunciation). For example, the 
teacher asks students to read a text, and then asks them to write the summary of the 
text after reading.  
 
Writing in English as a Foreign Language 
     Dealing with the teaching of writing in EFL class, (Brown, 2010) mentions five 
models of writing activities: imitative, intensive, self-writing, display writing, and 
real writing. In line with the teaching of writing at English Department of IAIN 
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Palangka Raya, the writing subject is taught separately from other skills. The three 
writing courses: paragraph writing, essay writing, and argumentative writing. In the 
present study, the class of essay writing is focused on writing argumentative essays. 
Here, an EFL class is an EFL class in which all class members are accepting of all 
races, cultures, and religions.  
 
Writing an Essay 
      An essay is a group of paragraphs that develops one central idea (Smalley, 2001, 
p. 105). An essay has a topic sentence in each paragraph. Each paragraph in essay 
must be unity and coherence. An Essay is (in composition) a longer piece of writing, 
particularly one that is written by a student as part of a course of study or by a writer 
writing for publication, which expresses the writer’s viewpoint on a topic (Richard, 
2002, p. 186). An essay is a piece of writing that examines a topic in more depth than 
a paragraph. A short essay has three basic parts: introduction, one or two body 
paragraphs, and a conclusion. A short essay may have four or five paragraphs, 
totaling three hundred to six hundred words. A long essay is six paragraphs or more, 
depending on what the essay needs to accomplish-persuading someone to do 
something, using research to make a point, or explaining a complex concept. An 
essay has three necessary parts: the introduction, the body, and the conclusion 
(Anker, 2010, p. 38).  
      The essay writer usually starts with a broad subject, and then narrows it to a 
manageable size. An essay is longer than a paragraph and gives us more room to 
develop ideas. Nevertheless, the best essays are often quite specific. The thesis 
statement further focuses the subject because it must clearly state, in sentence form, 
the writer’s central point, that is, the main idea or opinion that the rest of the essay 
will discuss. Here the thesis statement should be as specific as possible. By writing a 
specific thesis statement, we can focus on our subject and give the readers a clearer 
idea of what will follow in the body of the essay. The essay, like the paragraph, is 
controlled by one central idea, which is called the thesis statement. The thesis 
statement is similar to the topic sentence in that it contains an expression of an 
attitude, opinion, or idea about a topic. The thesis statement expresses the controlling 
idea for the entire essay. In fact, each of the body paragraphs should have a 
controlling idea that echoes or relates to the controlling idea- central idea- in the 
thesis statement. A thesis statement may indicate how to develop the supporting 
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paragraphs by example, definition, classification, description, and so forth. The 
thesis statement is important to both the writer and the reader, because it provides the 
focus for the essay and hence guides the writer, serving as a kind of touchstone 
(Clouse, 2006, p.34). A writer can select details, which relate to the thesis. On the 
contrary, a reader can develop expectations for an essay. Here, the thesis statement 
must be shaped carefully. This means that the thesis statement should be narrow 
enough to allow on in-depth discussion in a manageable length; and the thesis 
statement should be expressed in a specific words. 
 Here are points to remember about the thesis statement: 
 A good thesis statement is restricted, unified, and precise. To be restricted, it must 
limit the scope of the paper to what can be discussed in detail in the space 
available. Unified means it must express only one idea. Precise means it should be 
so stated that it has only one interpretation. Here, a thesis statement should be 
immediately clear. 
 A thesis statement should be expressed in a complete sentence. For example: The 
Islamic University gives the opportunity to discover a talent for writing. 
 A thesis statement expresses an opinion, attitude, or idea. It doesn’t simply 
announce the topic the essay will develop. Therefore, avoid the thesis statement 
such as: I am going to discuss the effect of pornography. The thesis statement 
should be: The effects of pornography are often harmful. 
 A thesis statement expresses an opinion; it should not express a fact. The thesis 
statement, therefore, is a statement that needs to be explained or proved. For 
example: The advantages to going to Islamic College on foot. 
Furthermore, the following are points to remember about essay: 
 Thesis statement- the controlling idea of the essay- is usually stated in the 
introductory paragraph. 
 Major support paragraphs provide, illustrate, define, or expand the thesis 
statement. 
 Minor support-sentences or paragraphs provide additional details to illustrate the 
major ideas. 
 Concluding paragraph ties together all paragraphs to restate and expand the 
thesis statement. 
Based on definition above, it can be concluded that essay is a group of related 






The Structure of an Essay 
      Unlike the paragraph, the essay is a formal composition. Each paragraph in an 
essay has a designated function: 
a. Introduction.  
    The introduction is usually one paragraph (sometimes two or more) that 
introduces the topic to be discussed and the central idea (the thesis statement) of the 
essay. An introduction should begin with a broad opening statement that establishes 
the context of your essay. It is often useful to think about the literature on the topic 
and indicate how the contribution is related to what others have written. It is includes 
why the topic is important. It is really important that the introduction tells the reader, 
so mention what is going to come up in the essay. Natilene Bowker stated that by the 
end of the introduction, the focus is narrowed down to the thesis statement. As have 
been known that the introductory paragraph states the main idea of the essay. It 
begins the essay and prepares the reader for what will follow. The introductory 
paragraph contains the thesis statement, which sets forth the main idea of the entire 
essay. Usually the thesis statement is in the last sentence in the introductory 
paragraph. Just as the topic sentence sets forth the main idea of the paragraph, so the 
thesis statement sets forth the main idea of the essay. This means that the thesis 
statement must be general enough to include every topic sentence in the body in the 
body of paragraphs. Here, every topic sentence should support the thesis statement. 
The introductory paragraph of an essay should start with several sentences that 
attract the readers’ interest. It should then advance the central idea that will be 
developed in the essay. An introductory paragraph has two functions in an essay. 
First, it contains the thesis statement, and therefore, tells the readers what control 
idea will be developed in the rest of the paper. Second, it has to interest the readers 
enough so that they want to continue reading the essay.  
     The introductory paragraph or introduction is usually one paragraph that 
introduces the topic to be discussed and the central idea (the thesis statement) of the 
essay. The main purpose of an introductory paragraph is to capture the readers’ 
attention. Another function is to present the purpose and main idea of the essay 
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(Gillespie, 1986, p.175). There are characteristics of a well-written introductory 
paragraph: (a) an introductory paragraph should introduce the topic. Don’t forget that 
the introductory paragraph is the first thing that a reader sees; (b) introductory 
paragraph should indicate a plan of development or generally how the topic is going 
to be developed; (c) A good introductory paragraph should indicate whether the 
essay is going to discuss causes, effects, reasons, or example; whether the essay is 
going to classify, describe, narrate, or explain a process. (d) An introductory 
paragraph should supply any background information needed to understand the 
essay; (e) An introductory paragraph should present the thesis statement. This clear 
direct statement of the main idea to be developed in the paper usually occurs near the 
end of the introductory paragraph; and (f) Ideally, an introductory paragraph should 
be inviting; that is, it should be interesting enough to make the readers want to 
continue reading (Smalley and Ruetten, 2001, p.142). 
b. The body paragraphs. 
      The body paragraphs are the second major part of an essay. In the body 
paragraphs, the main idea of an essay, which was presented in the introductory 
paragraph, is supported or explained (Littell, 2005, p. 201). Each of the body 
paragraphs should begin with a topic sentence that states the point to be detailed in 
that paragraph. Just as the thesis statement provides a focus for the entire essay, the 
topic sentences provide a focus for each body paragraphs (Langan, 2004, p. 8). The 
purpose of the body paragraphs is to present all the detail that supports, explains, 
defends, describes, illustrates, or develops the idea given in the thesis statement. 
Each body paragraphs has two parts: the topic sentence and the supporting detail. 
The topic sentence presents the point of the body paragraph will deal with. This 
point will be one aspect of the thesis statement. The topic sentence can appear 
anywhere in the body paragraph. After the topic sentence, comes the supporting 
detail. This is all information that explains, illustrates, or develops the idea presented 
in the topic sentence (Clouse, 1986, p. 41). These supporting points must be 
developed with specific details. The body paragraph should also be unified and 
coherent. For our essay to be successful, our supporting detail must be adequate. 
There must be enough of it in any given body paragraphs to enable our readers to 
fully appreciate the point raised in the topic sentence. In the other words, we must 
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have enough body paragraphs so that the readers appreciate the points presented in 
our thesis statement.  
    The following are points to remember about the body paragraphs: (a) Each body 
paragraphs discusses one aspect of the main topic. (b) The body paragraphs function 
to explain, illustrate, and prove the thesis statement. Therefore, the topic sentences of 
the body paragraph must relate to the thesis statement and tell what the body 
paragraph is about. (c) The controlling idea in the body paragraphs should relate to 
the central idea in the thesis statement, and provide specific evidences. (d) The body 
paragraphs should have coherence and unity. (e) The purpose of the body paragraphs 
is to present detail information that demonstrates the validity of the point made in the 
thesis statement. (f) The idea presented in the topic sentence must be relevant to the 
thesis statement. (g) The body paragraph also functions to develop the thesis 
statement. 
      These paragraphs develop various aspects of the topic and the central idea. They 
may discuss cause, effect, reasons, examples, processes, classifications, or points of 
comparison and contrast. They may also describe or narrate (Smalley, 2001, p. 105). 
 
c. Conclusion/ Concluding Paragraph.  
     After finishing writing the body paragraphs, the next step is to write the 
conclusion. The conclusion should be brief and accurately reflect or review the 
content of the essay (Kirszner and Mandel, 2003, p. 23). The concluding paragraph 
indicates to the readers that the essay is finished. It can restate the main idea of the 
essay, summarize the ideas that have been presented in the body paragraphs, or make 
comment about the information that has been given. The conclusion is the final idea 
that our readers will take from our writing. Therefore, it should be as interesting as 
the introduction. A conclusion signals the end of the essay and leaves the reader with 
a final thought. Here are five ways to conclude an essay. First is to end with a call to 
action. Second is to end with a final point. Third is to end with a question. Fourth is 
to draw a conclusion. Fifth is to summarize the main points of the essay.  
      The following are the examples of conclusion methods: (a) End with a call to 
action. It says that the readers should do something. (b) End with a final point. It can 
tie together all the other ideas in the essay. It provides the readers with the sense that 
the entire essay has been leading up to this one final point. (c) End with summary 
and final thought. (d) Include a thought-provoking question or short series of 
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questions. A question grabs the reader’s attention. A question must deal with one of 
these areas: why the subject is important; what might happen in the future; what 
should be done about this subject; and which choice should be made. (e) End with a 
prediction or recommendation. Like questions, predictions and recommendations 
also involve the readers.  
       In many ways, an essay is like an extended paragraph. If a paragraph has a topic 
sentence, body or supporting details and conclusion sentence; an essay has the 
introductory paragraph of an essay, the body paragraphs of an essay, and the 
concluding paragraph of an essay. The structure of an essay looks like this, as 
described in Figure 3. 
 











                                        Figure 3. The structure of an essay 
 
The Elements of an Essay 
     The elements of an essay include unity and coherence. A good essay must meet 
the two requirements. 
 
a. Unity 
     Unities in writing means that the entire points make are related to the main point; 
they are unified in support of the main point. As the draft a paragraph or an essay, it 
may detour from the main point without even being aware of it, as the writer of the 
following paragraph did with the underlined sentences. The diagram after the 
paragraph shows what happens when readers read the paragraph (Anker, 2010, p. 
107). As we write an essay, we should check to see that each body paragraph directly 
relates to the introductory paragraph. Then we should make sure that the supporting 
details in each paragraph relate directly to the topic sentence. Unity in an essay 
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achieved when every sentence in the essay relates to one main idea (Littell, 2005, 
p.218). All the details in the essay are on target; they support and develop each of the 
essay’s topic sentences. To achieve unity is to have all the details in our paper related 
to the thesis statement and the supporting topic sentences (Langan, 2004, p66). In an 
essay, topic sentences usually begin the body paragraphs and generally reflect the 
major divisions of the outline. Here we can use the transitional devices. There are 
points about unity: (a) Maintain a definite physical point of view and mood. (b) 
Choose details carefully. Make sure that the sentences in each paragraph relate to the 
topic sentence. Also make certain that each paragraph relates back to the 
introductory paragraph. (c) Use the word ‘however’ to show opposite points of view. 
This is an essay, which has unity: 
 
Attendance should not be required 
 
    Required class attendance is so common at this Islamic College 
that many students and even lecturers simply assume it is a good thing. 
In fact, for a number of reasons, college lectures should not require 
attendance. 
    First, college students are adult and should be treated like 
adults. Allowing each student to decide when and how often to attend 
class encourages responsible behavior. The opposite is also true. 
Requiring attendance is a form of babying that promotes 
irresponsibility. 
   Second, rigid attendance policies can penalize some students 
unfairly. Muhammad, for example, got a C on the writing final just 
because of ‘poor attendance.’ 
   Finally and most important, there is no proven correlation 
between attendance and performance in a course. Dr. Coen, dean of 
students at the college, admits that there is no study proving that 
compulsory attendance improves course performance. 
    Required attendance is like an old custom; people still do it 
without asking why. However, when we examine the facts, required 
attendance in college courses doesn’t make sense (Adapted from 
Evergreen: A Guide to Writing by Susan Fawcett, p.212). 
 
 
       
In the essay above, every topic sentence supports the thesis statement. Every 





      Coherence in writing means that all of the support connects to form a whole. In 
other words, even when the points and details are assembled in an order that makes 
sense, they still need “glue” to connect them. Coherence in writing helps readers see 
how one point leads to another. Individual ideas should be connected to make a clear 
whole. A good way to improve coherence is to use transitions. 
     A good essay should be coherence. Coherence is the logical arrangement of ideas. 
The supporting ideas and sentences in a paper must be organized so that they cohere 
or stick together. Coherence is achieved though the logical arrangement of ideas. 
Here, coherence can be increased through three devices. First, we can repeat key 
words to carry concepts from one sentence to another and to relate important terms. 
Second, we can use pronouns to refer back to key nouns in previous sentences. 
Third, we can use transitional expressions to show chronological sequence (then, 
next, afterward, and so forth), cause and effect (as a result, therefore), addition (first, 
second, third, furthermore), and contrast (however, but, nevertheless).  
 
Using  transitional expressions or signals 
Transitional expression- words like therefore, for example, and later on- is used 
within a paragraph to show the relationship between sentences. Transitional 
expressions can also be used within an essay to show the relationship between 
paragraphs. Transitions are signals that help readers follow the direction of the 
writer’s thought. Here are some common transitional words and phrases, grouped 
according to the kind of signal: 
Additional signals: first of all, second, the third reason, next, another, in addition, 
moreover, furthermore, last of all. 
Time signals: first, then, next, after, as, while, meanwhile, now, during, finally. 
Space signals: next to, across, on the opposite, to the left, to the right, above, 
nearby, below. 
Change-of-direction signals: but, however, yet, in contrast, otherwise, nevertheless, 
on the contrary, on the other hand, and so forth. 
Illustration signals: for example, for instance, specifically, as an illustration, once, 
such as. 




  Transition occurs not only within the supporting paragraphs in an essay but also 
between the paragraphs. Transitional or linking sentences are used to help tie 
together the supporting paragraphs in an essay. They enable the readers to more 
smoothly and clearly from one idea and paragraph in an essay to the next idea and 
paragraph (Langan, 2004, p. 45). In addition to transitions, there are three other 
kinds of connecting words that help tie together the specific evidence in a 















Argumentative Essay  
Dealing with essay, (Oshima, 2007) stated that essay is a piece of writing containing 
several paragraphs. An essay has three parts: (1) introductory paragraph, (2) body 
paragraphs, and (3) conclusion. (Hyland, 2003) proposed a preliminary descriptive 
framework of generic structure of argumentative essay, as illustrated in Table 2. 
Table 2. Elements of Structure of the Argumentative Essay 
Stage Move 
1. Thesis introduces the 
proposition to be 
argued. 
Gambit) Attention Grabber – controversial statement of 
dramatic illusion.  
(Information) Presents background material for topic 
contextualization. Proposition Furnishes a specific 
statement of position. 
 (Evaluation) Positive gloss – brief support of 
proposition. (Marker) Introduces and /or identifies a list. 
2. Argument discusses grounds for thesis. 
(four move argument sequence can be 
repeated indefinitely) 
Marker Signals the introduction of a claim and relates it 
to the text.  
(Restatement) Rephrasing or repetition of proposition. 
Claim states reason for acceptance of the proposition. 
                            About My Parents 
 
The most important religious values I learned from my parents are the 
importance of religious services regularly, of family support, of hard work, and 
of a good education. 
 First, my parents taught me to pray five times a day regularly in a 
mosque, to have fasting two days in a week, and to recite the Qur’an every 
night. This enables me to schedule my daily activities regularly. 
 Second, my parents taught me that family members should stick 
together, especially in time of trouble. We, all family members, should help 
each other whenever we need. This includes advice, and even financial aids. 
 In addition to teaching me about the importance of hard work, my 
parents taught me the value of time. They always wake up in the early 
morning, went to the mosque, then, went to farm, and came back before 
sunset.  
 Along with the value of education, my parents emphasized the 
benefits of mastering science and technology. They always encouraged me to 
complete my study to undertake a master degree (Adapted from College 









Support states the grounds which underpin the claim 
3. Conclusion Synthesized discussion and 
affirms the validity of the thesis. 
(Marker) signals conclusion boundary  
Consolidation presents the significance of the argument 
stage to the proposition.  
(Affirmation) restates proposition. 
(Close) widens context or perspective of proposition. 
  
      Argument is a position supported by clear thinking and reasonable evidence 
(Mayberry, 2009, p. 4). Argumentative essay is an essay that requires the writer or 
the author to convey their thinking in deep understanding and extensive knowledge 
by considering the evidence or supporting ideas to make the reader believe about the 
writer’s argument. Therefore, in producing a good argumentative essay the author 
must have extensive knowledge, good ideas, deep thought and opinion about what 
they want to write. Moreover, argumentative essay is a type of essay to convince the 
readers (Smalley, 2008). Arguments are reasoning process in which a conclusion is 
inferred from premises. The purposes of argumentative essay are to persuade 
reasonable people to agree with our opinion, to defend our opinion, to establish 
validity even if others cannot be persuaded to agree, and to attack some opinion we 
believe untrue. Argumentation is the giving of reasons to support the truth or falsity 
of a proposition. A proposition is a statement upon which an argument is based or 
from which a conclusion is drawn. To write an argument, then, we begin with a 
proposition. Our proposition must be supported by reasoning and evidence. 
Otherwise, it stands as an unsupported generalization. Reasoning is thinking in a 
connected, logical manner by induction or deduction. It is the drawing of conclusions 
from observations, facts, or hypothesis. While, evidence is the material used to prove 
our points, facts, ideas, statistics, examples, and so forth. An argumentative essay 
should contain the following characteristics: (1) it introduces the topic discussed, (2) 
the essay provides reasons and evidences to support the reasons, (3) the essay refutes 
con arguments, (4) refute means to evidence wrong by argument or to show the 
erroneous, (5) if an opponent doesn’t have a valid point, concede that point, (6) the 
conclusion should logically follow from the argument, (7) the subject of an 
argumentative essay must be debatable issue, matters of taste are not suitable 
subjects, (8) argumentative essays can incorporate narration, description, illustration, 
comparison and contrast, definition, and explanation, (9) the arrangement of 
argumentative detail should be carefully thought out, (10) other times, reasons are 
arranged according to how they relate to each other, and (11) argumentative detail 
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should be rooted in logic, so be careful to avoid the logical traps; emotional appeals 




                                                             Drugs should not be legalized 
 
     Nowadays, there have been numerous reports concerning drugs abuse. Official statistics put the 
number of drug addicts in Indonesia at four million in 2001 and about 120 million current users of 
drugs in the world at large. It is estimated by the end of 2002, drug addicts will increase dramatically. 
It is estimated that drugs abuse in Indonesia has reached epidemic proportion. Throughout the land, in 
colleges, schools, and on the job, in homes and on the streets, few Indonesian citizens at an 
astonishing rate consume illegal-drugs. There may be a few people who agree drugs to be legalized 
for a number of reasons. They argue for the end of drugs prohibition to overcome the drug problems. 
They say that drugs were available in the 19th century and were not a menace. Drugs have also many 
advantages. They, for example, can increase taxes, and gain more incomes. Despite the fact that drugs 
have benefits, I argue that drugs have more disadvantages than their benefits. Consequently, drugs 
should not be legalized. 
     First and most important, drugs abuse is a symptom of a sick society, a broken home family, and 
moral decadency. It increases crime of the most disastrous variety: murder, child abuse, rape, and 
wife beating, so that drugs are the way to disaster in today’s society. The more drugs in our today’s 
society the more crime in it. Drug crimes have made our city street unsafe to walk alone at any hours, 
especially at night. 
     Second drugs may also kill the users, and destroy their minds. Moreover, drugs can fatally damage 
the brain cells, hearts, and lungs. They stifle ambition. Over 8000 published scientific papers clearly 
show that marijuana, one of drugs, damages brain cells, the lungs, and the immune system. Here, 
drugs can endanger the users and even kill them. As a religious people, we are not allowed to 
consume such foods or something that damages unhealthy and endanger our lives. We should 
consume the lawful and good things from what is in the earth. And drugs are not lawful and good 
things.  
     Third, the legalization of illicit drugs is not wise solution, but rather a profound mistake. Here, 
legalizing drugs is senseless. If drugs are legalized, more people will come addicts. This is of course, 
simply unacceptable. Legalizing drugs to solve the drug problems would be like dumping a gallon of 
gas on a camp- fire to put it out for the night. Here, legalization of drugs would also unleash a wave of 
increased drug users and high crime rates in Indonesia. 
I agree that something must be done out the drugs abuse in Indonesia. Stopping the international drug 
trade must become our foreign policy and national security priority. As we know that the drug trade is 
an international cancer that no boundaries. Besides, those who sells, possesses, and consumes drugs 
should be punished to the maximum extent permissible under the laws. Pushers who responsible for 
drug- related murder should receive the death penalty, as should   those who are convicted of 
international drug trafficking. In addition to stopping the drug addiction, drug testing should also 
become more widespread in all departments, public health, and educational institutions. Furthermore, 
we should provide to our children a good environment and free from drugs, which is based on 
religious values. In my view, the full solution to drug abuse is a new society where religious and 
educational values established there. Here, religious motivation is needed to kick the bad habit for 
drug addicts. Last of all, drugs should not be legalized in Indonesia accept for medical treatment. This 
is the most important. We need laws and society control to prevent the drug addiction. We are still at 
war against drugs, which threat to overwhelm and undermine Indonesian society. Finally, we can only 
hope that someone will listens to this information.   
 
Writing Assessment  
     Assessment is an integral part in the teaching of writing. It is a process of getting 
information about students’ development and their achievement in the teaching and 
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learning activity. It has an important role to know the students’ progress in learning 
activity. In line with this, O’Malley and Pierce (2006, p. 239) mention that these four 
types of knowledge used in writing have at least two implications for writing 
assessment. First, writing assessment should evaluate more aspects of writing than 
just mechanics and grammar. Second, writing assessment should capture some of the 
processes and complexity involved in writing so that teachers can know in which 
aspects of the writing process students are having difficulty.  
 
a. Process Assessment 
     Process assessment is the assessment that is done while the teaching and learning 
process. It is a kind of ongoing assessment used to keep track of students’ progress in 
writing or to monitor the students’ progress in writing. In this case, Tompkins states 
that process assessment is designed to probe how the students write, the decision 
they make as they write, and the strategies they use (Tompkins, 2006, p. 379). 
 
b. Product Assessment 
     Product assessment is defined as giving score to the students’ final composition. 
It focuses on assessing the students’ final composition. To assess the students’ 
writing product, there are three methods of scoring. These are holistic, primary trait, 
and analytic scoring (Weigle, 2002, p. 120).  
     Holistic scoring is a procedure in scoring students’ writing on the basis of the 
general impression of the composition as a whole. It looks at the piece of writing as a 
whole and assesses its ability to communicate to the reader. The second type is 
primary trait scoring. The primary trait scoring is a way of scoring a piece of writing 
by focusing on the specific feature or characteristics. The trait could be a language-
based feature emphasizing any one or more of the criteria such as idea development, 
organization or fluency. The third type is analytic scoring. Analytic scoring is a 
procedure in scoring a piece of writing by referring to a list of features or sub skills 
on which a rater bases his or her judgment. In addition, analytic scoring identifies the 
specific needs in a piece of writing. A list is made of the prominent features that 
should appear in the piece of writing. In analytic scoring, the rater (scorer) gives 
their score on the basis of the marking scheme that contains some features or 
components of writing, such as content, organization, sentence structure, and 
grammar, usage and mechanics. Each component is scored separately and sometimes 
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given different weights to reflect their importance in instruction. Unlike the holistic 
system, the analytic scoring separates the features of a composition into components. 
There are two advantages of this type of scoring. It provides feedback to students on 
specific aspects of their writing and gives teachers diagnostic information for 
planning instruction. 
      The scoring method applied in the study was developed by the researcher himself 
by considering the scoring method developed by O’malley and Pierce (2006, p. 43) 
and scoring standard of Palangka Raya State Islamic College (2015, p. 15). It was 
done to produce the right criteria to score the idea development aspects of students’ 
essay writing.  
      The method was aimed at assessing the subjects’ composition both using and not 
using an outline. The focus of the assessment was on idea development. The rubric 
consisted of four aspects: score, level, range of score and criteria. Each aspect was 
divided into five bands with criteria for each band, ranging from the highest to 
lowest.  
       The scores were classified into A, B, C, D, and E. A referred to excellent; B 
referred to fair;  C referred to Average; D referred to poor; and E referred to fail. 
Accordingly, the range of score was divided into five bands and each band contained 
nine point scores. For this method, a score depended on the level of composition 
criteria of the students fulfilled. The more the essay fulfilled the criteria, the higher 
the score got. The primary trait scoring method applied in the study was as shown in 
Table 3. 
Table 3. Primary Trait Scoring Method: Idea Development 
Score Level Range Criteria 
A Excellent 80-100 The ideas are: about a topic selected, relevant to the outline, 
clearly stated, well developed, presented in logical 
sequencing, clearly supported and cohesion. 
B Fair 70- < 80 The ideas are: about a topic selected, relevant to the outline, 
clearly stated, adequately expressed, adequately organized, 
generally well developed, sufficient sequencing, mainly 
clearly supported and adequate cohesion. 
C Average 60- < 70 The ideas are: about a topic selected, mostly relevant to the 
outline, sufficient, rather clearly stated, adequately expressed, 
a little bit loosely organized but the main ideas stand out, 
generally developed, in some logical sequencing, enough 
supported and few sentences break out cohesion. 
D Poor 50- < 60 The ideas are: about a topic selected, somewhat relevant to 
the outline, somewhat choppy, not fluent, not clearly stated, 
limit supported, confused and disconnected, a little bit loosely 
organized but the main ideas stand out, lack of development, 
lack of logical sequencing, and in adequate cohesion 
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E Fail 0- < 50 The ideas are: about a topic selected, not relevant to the 
outline, not enough to evaluate, no details, no organization of 
ideas, incoherent, poor development, merely copies the topic, 




Teaching EFL Writing  
   Naturally, the language learners acquire a language starting from the listening 
activity. Afterward, they come to the speaking activity. Gradually, they move to the 
reading activity, and finally to the writing activity. Learning a second or foreign 
language means learning to communicate with other people, understand them, talk to 
them, read what they have written and write to them (Raimes, 1983, p.3). Writing as 
one of the skills to communicate is not an ability the learners acquire naturally. 
Writing is considered the most difficult and complicated language skill to be learned 
compared to other language skills; listening, speaking, and reading. Writing means 
writing a connected text and not just single sentences for a purpose and a reader 
(Raimes, 1983, p.11). Writing is a process of arranging the graphic symbols to form 
words and then words will be arranged into a sentence. In addition, when the 
students start to write, they use graphic symbols to express ideas. In this case, the 
students discover what they know then put it down in the written form. In order to 
make readable and understandable texts, the students need to do much effort and face 
difficult process for this. Richards and Renandya (2002, p.303) state that writing is 
the most difficult skill for second language (L2) learners to master. The difficulty 
lies not only in generating and organizing ideas, but also in translating these ideas 
into readable texts. In addition, writing is considered the most difficult and 
complicated language skill to be learned compared to other language skills; listening, 
speaking, and reading. Dealing with the teaching of writing, Gebhard (2000, p.221) 
states: 
“The usual things associated with writing are word choice, use of 
appropriate grammar (such as subject-verb agreement, tense, and article use), 
syntax (word order), mechanics (e.g., punctuation, spelling, and handwriting), 
and organization of ideas into a coherence and cohesive form. However, 
writing also includes a focus on audience and purpose.” 
   Furthermore, writing activity involves the encoding of a message that needs 
to be transfer into written language.  Ghaith (2002) states that writing is a complex 
process that allows writers to explore thoughts and ideas, and make them visible and 
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concrete. Writing encourages thinking and learning for it motivates communication 
and makes thought available for reflection. When thought is written down, ideas can 
be examined, reconsidered, added to, rearranged, and changed. Furthermore, Ghaith 
(2002) states that writing is most likely to encourage thinking and learning when 
students view writing as a process. By recognizing that writing is a recursive 
process, and that every writer uses the process in a different way, students 
experience less pressure to get it right the first time and are more willing to 
experiment, explore, revise, and edit.  
    In teaching and learning process, the four language skills are not taught separately. 
It means that when the teacher wants to teach writing, for instance, she/he involves 
other skills. In this case, writing is taught in an integrated manner with other skills 
(listening, speaking, and reading) and language elements (vocabulary, grammar, and 
pronunciation). For example, the teacher asks students to read a text, and then asks 
them to write the summary of the text after reading. As stated by Brown (2001, p.23-
24) often one skill reinforces another, for example, we learn to write by examining 
what we read. So the integration of the four skills provides the teacher with a great 
deal of flexibility in creating an interesting lesson. Relating to the teaching of 
writing, Heaton (1991, p.135) states that writing skills are complex and sometimes 
difficult to teach, requiring mastery not only of grammatical and rhetorical devices 
but also of conceptual and judgmental elements. The many and varied skills are 
necessary for writing good prose. There are five general components or main areas 
that should be considered in producing or writing a good prose namely; language 
use, mechanical skills, treatment of content, stylistic skills, and judgment skills. 
According to Nunan (1999, p. 271) in terms of skills, producing a coherent, fluent, 
and extended piece of writing is probably the most difficult thing to do in learning a 
foreign language. However, writing is a way of sharing personal meaning and 
writing courses emphasize the power of the individual to construct his or her own 
views on a topic (Hyland, 2003, p.8). Those become the reasons why the teaching of 
writing is important. 
    Nowadays, the teaching of writing focuses on the process of writing approach. 
According to Raimes (1983, p.11) the process of writing is a valuable learning tool 
for all the students. Cahyono (2001, p. 6) argues that the teaching of writing focuses 
on what goes on when students write and how the teacher can help the students get 
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into the natural writing process consisting of several stages. Tribble (1996, p.39) 
argues that the process of writing is not as a fixed sequence but as a dynamic and 
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Figure 4: Tribble’s model of writing 
 
      The teaching of writing emphasizes the interaction between process and product 
writing approach. The students who are learning to write find the benefit from both 
of writing approaches, especially from process of writing approach. According to 
Cox (1999, p.317) students who are learning to write can get benefit from a process 
approach to writing, especially through modeling, mini lessons, conference, 
cooperative and collaborative learning, and dialogue journals. 
     When language learners learn a foreign language, they learn to communicate with 
each other, to understand them, to talk to them, to read what they have written, and 
to write to them. Here, in the context of teaching English as a foreign language, 
students need to learn how to communicate with other people. By communicating, 
the students can express ideas, thoughts, and feelings to others in the form of oral 
and written language. In written communication, the students use graphic symbols to 
express ideas or feelings through indirect communication. This is one of the reasons 
that writing should be included as an integral part of foreign language learning 
activities in the classroom.  
     Dealing with the teaching of writing, Raimes (2003, p. 3) stated that writing can 
help students learn. First, by doing writing, students can reinforce the grammatical 




be adventurous with the language. Third, when students write, they necessarily 
become very involved with the new language and the effort to express ideas. 
      Dealing with learning writing, beginning level of the EFL writers need to learn 
from simple writing to complex writing. Gebhard (2000, p.223) stated: 
“Beginning EFL writers need to learn the basic conventions of writing. This 
includes being able to identify and write down letters, words, and simple sentences, 
as well as learning spelling and punctuation conventions.” 
 
      Furthermore, Gebhard (2000, p. 223) suggested that the writing teachers can use 
a number of different types of activities to teach these conventions. One basic 
activity is tracing letters, words, and sentences. Although such task may seem trivial, 
it can teach students letter recognition and discrimination, word recognition, and 
basic spelling, punctuation, and capitalization rules. Here, teachers may ask students 
to trace letters and words. 
    The second activity is copy and change. In this activity, students are given a 
passage and asked to copy it. They are also required to change one aspect of the 
passage, for example, to change the subject from “he” to “they”. This activity can be 
done with other grammatical features, such as changing verb tense from present to 
past time and changing the subject from singular to plural form. 
     The third activity is to have students unscramble muddled sentence parts. Here, 
students are given a list of words, such as -school, go, friends, every day, my, and to. 
They are asked to form a sentence. After gaining some of the grammatical rules, 
mechanics, spelling, punctuation, and other conventions of written English, students 
can take on more demanding assignments.  
      Furthermore, Gebhard (2000, p. 225) explains that after students have gained 
some control over the convention of writing, they can focus more easily on 
communicating their ideas through writing. They can do a variety of writing 
activities such as; short story; description of people, places, or objects, comparison, 
elaborate definitions, arguments, and so on. To accomplish this, EFL writing 
teachers are encouraged to have students work through a process of prewriting, 
drafting, revising, and editing. 
     Dealing with the EFL writing class, Brown mentions five major categories of 
writing activity (Brown, 2000, p. 343). They are imitative, intensive (controlled), 
self-writing, display writing, and real writing. At the beginning level, the students 
write down English letters, words, and sentences in order to learn the basic 
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convention of writing. In the imitative writing, the students reproduce in the written 
from something, which has been read or heard. 
      The other activity is controlled writing. A common form of controlled writing is 
to present a paragraph to students in which they have to alter a given structure 
throughout. For example, the students are asked to change the present tense to past 
tense. Another form of controlled writing is that a text is read at normal speed. 
Afterward, the teacher asks the students to rewrite the text. The next activity is self-
writing. It is a form of writing in which only the self in mind as an audience, such as 
diary, journal, dialogue journal, and note taking during a learning process. 
      The next activity is display writing. The display writing includes writing essay 
examinations, research reports, and short answer exercises. Here, students need to 
master the display writing techniques.  
      The last activity is real writing. It is a kind of writing performance, which aims at 
the genuine communication of messages to an audience in need of those messages. 
There are three kinds of real writing. They are academic, vocational, and personal. In 
line with the teaching of writing at the university level, especially in the English 
Education Study Program, the writing subject is taught separately from other skills. 
The four writing courses: Paragraph Writing, Essay Writing, and Argumentative 
Writing. In the present study, there would be focused on the class of Argumentative 
Essay Writing. 
 
Approaches in Teaching Writing  
Based on the theory of L2 writing, there are two  approaches to teaching writing.  
a.  Product Approach 
     Product approach as its name indicated gives emphasis on the final product of 
writing. It is characterized by four stages: familiarization; controlled writing; guided 
writing; and free writing. The familiarization stage aims to make learners aware of 
certain features of a particular text. In controlled and guided writing sections, the 
learners practice the skills with increasing freedom until they are ready for the free 
writing section, when they use writing skill as part of a genuine activity such as a 
letter, story or essay (Hyland, 2003, p. 3). In short, product-based approaches view 
writing as mainly concerned with knowledge about the structure of language, and 
writing development as mainly the result of the imitation of input in the form of text 
provided by the teacher. 
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b. Process Writing Approach 
    The process writing approach emphasizes on writing activities which shift learners 
from generating ideas and collecting data through to the publication of a complete 
text.  It takes more attention to the process a writer’s experiences in the process of 
text making rather than the final product comprises several stages. There are 
different views on the stages that the writers go through in producing a piece of 
writing.  Christenson (2001, p. 5) comprises five stages of process writing approach, 
i.e., prewriting, drafting, revising, editing, and publishing.  According to Gebhard, 
Tomkins and Smalley et.al, there are four stages involved in the process of text 
making. They are prewriting, drafting, revising, and editing. These four stages are 
the typical model of process writing approach. 
    The activities at the prewriting stage includes activating schemata, generating 
ideas, and making plan for approaching the writing task that can be done through 
brainstorming. At the composing/drafting stage, learners would select and structure 
the result of the brainstorming session to provide a plan of description. After 
discussion, the learners might revise the first draft working individually or in group. 
Finally, the learners would edit or proof-read the text. 
c. Genre-based Approach 
     The genre-based approach believes that learners do not just write. They write 
something to achieve some purposes by following certain social conventions for 
organizing messages because they want the readers recognize their purpose. The 
genre approach comprises three stages, namely modeling the target genre, 
constructing the text by learners and teacher, constructing the text independently by 
learners. In short, genre-based approach see writing as essentially concerned with 
knowledge of language, and as being tied closely to a social purpose, while the 
development of writing is largely viewed as the analysis and imitation of input 
provided by the teacher. 
d. Process Genre-based Approach 
    Writing development happened by drawing out the learners’ potential (as in 
process approach) and by providing input to which the learners’ respond (as in 
product and genre approaches). According to Badger & White the model of process 
genre approach may be described in terms of a view of writing and a few of the 
development of writing. The fundamental thought of this approach is that writing 
involves knowledge about language (as in the product and genre approaches), 
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knowledge of the context in which writing happens and especially the purpose the 
writing (as in genre approach), and skills in using language (as in process writing 
approach). One of the advantages is that as the genre-based emphasizes on the 
purpose of writing, language and context, the process approach provides a 
framework for the teaching of text production skills. In this learning environment the 
students are facilitated to achieve better result in writing since they are assisted with 
the content and practice.  
 
The Problems of EFL Teachers in Teaching Writing 
Writing as one of the four language skills is regarded as the most difficult. 
Writing activity involves some components such as grammar, vocabulary, and 
mechanics as the prerequisite of the written language rule. In this case, sometimes 
students have problems in those components. Consequently, it is hard for them to 
follow the writing class. They are not interested in writing compositions. Here, they 
cannot manipulate the language well and they lack confidence. Most of them do not 
know what to say and if they do, they do not know how to say it. They are 
confronted with the problems of content and language. Dealing with problems in 
writing, Byrne (2001, p.5) mentions the three main problems in writing, namely: 
psychological problem, linguistic problem, and cognitive problem. The 
psychological problem means that writing is a solitary activity, without the 
possibility of interaction or directly feedback from a reader. Therefore, when 
someone is assigned to write, sometimes he or she loses ideas. 
The linguistic problem refers to the context of writing itself in which the writers 
need to express ideas carefully through sentence structures that have been linked 
together and sequenced, so that those sentences are easy to understand. The cognitive 
problem means that writing is learned through a process of instruction. In this case, 
the writers need to master the written form of language and to learn certain 
structures, which are less used in speech in order to make the communication more 
effective. Besides, the writers need to learn how to organize ideas.  In addition to the 
problems in teaching writing, Gebhard (2000, p. 235) mentions that there are three 
problems faced by EFL teachers in teaching writing, namely: “the less-proficient 
writer” problem, the “I can’t write English” problem, and the “the teacher response” 
problem. Each is discussed in details below.  
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In the “the less-proficient writer” problem, some students use ineffective writing 
strategies, and the teacher is faced with showing these students how to write. To 
teach less-proficient writers, the writing teacher should help them to identify how 
they process writing different from proficient writers. Knowing the students’ 
differences in learning writing is very important. It is because EFL less-proficient 
writers and EFL proficient writers have different composing behaviors as shown in 
Table 4. 
Table 4. The Composing Behaviours of EFL Writer 
             Proficient Writers              Less-Proficient Writers 
1. Think about the task. Use a variety of 
prewriting strategies. 
2. Have a sense of audience. Will consider 
audience while composing. 
3. Once organized, get ideas onto paper quickly. 
4. At drafting stage, pay attention to meaning 
over form. 
5. Concerned with higher levels of meaning 
along with surface level. 
6. Will revise at all levels (words, sentence, 
paragraph, and entire text). 
7. Will revise by adding, deleting, and recording 
ideas. 
8. Generate several drafts, each with some 
revision 
1. Start off confused, without using 
prewriting strategies. 
2. Have vague or little awareness of 
audience. 
3. Take much time to get ideas onto paper. 
4. Work primarily at the sentence level, 
struggling with form. 
5. Concerned with vocabulary choice and 
sentence structure. 
6. Will revise primarily at the word and 
sentence level. Revise surface level 
items (spelling, grammar, punctuation, 
and so on). 
7. Are bothered by confusion over 
revision. Tend to avoid adding, deleting, 
and recording ideas. 
8. Revise primarily only the first draft. 
(Gebhard, 2000, p. 236) 
     Here, the writing teacher needs to give full attention to them, to show them how 
to plan a piece of writing through prewriting activities, how to draft and revise, and 
how to read their writing as an editor. The teacher may also create interesting and 
real writing challenges for them.   
In the “I can’t write English” problem, some students have negative attitudes 
about writing or lack confidence in themselves as writers. The teacher is faced with 
changing their attitudes and building confidence. Some students simply do not like to 
write. Negative statements such as “I really don’t like to write, it’s boring, writing is 
so difficult, I always feel my English is terrible” are problematic in EFL writing 
classroom. To identify who have negative attitudes toward writing is important for 
writing teachers.   
    According to Gebhard (2000, p.238) teachers should do personal approach to 
students, such as listen to their experiences and their views in doing writing as 
writers and talk to students informally about writing. This can make students aware 
of themselves and their attitudes, possibly leading to change. Teachers can also point 
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out that no one’s writing is perfect, that writing is often hard work, and that the point 
of writing is to express our ideas. Besides, asking students to put together their best 
writing into a portfolio can also provoke their positive perspective toward writing. 
When students can see their best work together in one place, they feel very good 
about themselves, even proud of their efforts. By doing this, students can see that 
writing is indeed a process of development that takes time and effort. Here, the 
teachers can give a reward to students for doing the best to develop a piece of 
writing. 
    In the “the teacher response” problem, students do not always understand or pay 
attention to the content of the teachers’ response to their written work. Teachers 
often spend many hours reading and marking students’ paper, offering revision 
suggestions and feedback on grammatical errors. However, students quite often do 
not pay attention to the comments and corrections. Therefore, teachers need to 
explore different ways for the students to get feedback on their writing. 
    To begin with, teachers can do several ways such as working with students on 
developing their written work through one-to-one conferences, peer response groups, 
and providing a model that can help students to clarify what they are expected to do. 
Teachers show draft with specific written comments on an overhead projector, as 
well as have the whole class read and respond to the same draft of an essay. Teachers 
can also provide students with guidelines that include advice for the draft reader and 
the author. By doing so, teachers can overcome the classroom writing problems.  
 
Steps in Planning Writing Course 
     Designing syllabus for teaching writing determine how effective the teaching and 
learning process of writing is. Raimes in Richards and Renandya (2002, p. 306) 
outlines ten steps in planning a writing course. The first step is ascertaining goals 
and institutional constraints. The teacher should decide what goals that her/his 
students have to reach in her/ his writing class. Ascertaining goals is a necessary first 
step in designing a course. The teacher should also find out what constraints imposed 
upon teachers by their institution. Such constraints include assigned curricula, 
approved textbooks, and designed proficiency examinations. By knowing the 
institutional constraints, the teacher can do some actions for maximizing her/his 
ability in teaching writing in order to pursue the goals that have been decided.  
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    The second step is deciding on theoretical principles. Richards and Renandya 
(2002, p. 307) points out that “all forms of ESL instruction are ideological, whether 
or not educators are conscious of the political implications of their instructional 
choices”. She claims that all writing is ideological. Thus, the teacher first needs to 
confront her/his ideological position and recognize her/his perceptions of the 
relationship between the type of writing she or he teaches and the roles she or he is 
preparing students for in academia and the wider world of work.  
    The third step is planning content. The teacher should understand the value of 
writing that it is a valuable tool for learning not only about subject matter but also 
about language. The teacher is more than just selecting content that is not based on 
rhetorical models of form. The teacher also involves what content will actively 
encourage students to use writing as a tool for learning and for communication and 
to become engaged enough with their writing to have an investment in examining it, 
improving it, and revising it for readers. 
     The fourth step is weighting the elements. Writing consists of many elements and 
the teacher needs to consider which ones will be the most important for a course: 
content, organization, originality, style, fluency, accuracy, or using appropriate 
rhetorical forms of discourse. The teacher has to form priorities and weight the 
elements according to the students’ needs and her/his point of view. 
     The fifth step is drawing up a syllabus. After deciding on content and weighting 
the elements, the teacher should organize the content and the learning experiences in 
the classroom. She/ he should adapt the types of syllabus organization for writing 
courses, such as structural, functional, topical, situational, skills and processes, and 
task syllabus. A combination of approaches is often used. What they are and in what 
proportion they are used depends on the students, goals, theoretical principles, and 
institutional constraints. She/ he has to make principles selections every time she or 
he plans a lesson or a course.  
    The sixth step is selecting materials. There are seven features that a teacher should 
considered if she or he decides to use an ESL writing textbooks and not books and 
articles written for authentic purposes. They are topics, types of writing, 
opportunities for and instruction in methods of generating ideas, instruction on 
principles of rhetorical organization, opportunities for collaboration, opportunities 
for revision, and instruction in editing and proofreading. 
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    The seventh step is preparing activities and roles. The teacher has to make sure 
that she or he does not try to bank too much in the students’ brains all at once. It 
helps the teacher thinks about what students will be doing and learning in the 
classroom rather than the comprehensiveness of the information she or he will be 
imparting. 
    The eighth step is choosing types and methods of feedback. A teacher should 
know the purpose of her/his response. First, in the case of the large class, not every 
piece of writing has to be corrected or even seen by the teacher. Second, whoever 
responds has a variety of physical methods of responding: a comment to or a 
conversation with the writer; an interlinear response with computer software; an 
audio taped response; or a written response. Third, the teacher has to select the type 
of response she/he prefers to give. Fourth, teacher and students need to agree the 
purpose of the response. 
    The ninth step is evaluating the course. A popular evaluation in the writing course 
is the combination of student evaluation and course evaluation that is the use of 
portfolio. The tenth step is reflecting the teacher’s experience. The teacher should 
reflect upon her/his experiences during the teaching learning process. She or he has 
to ponder why one class or activity works and another does not. Through this 
reflective teaching, the teacher can plan a new strategy in teaching, with the hope 
that it will be better.  
    Those ten steps above are used to make an effective teaching of writing. The 
teacher should follow those steps so that the teaching learning process will be 
effective especially in writing. 
3. The Nature Speaking  
Teaching English always involves four basic skills. They are listening, reading 
writing and speaking. However, in using English to communicate one another, we 
often use it orally or speaking, than the other skills. According to O’ Malley (1996, 
p. 59) speaking is negotiating intended meanings and adjusting one’s speech to 
produce the desire effect on the listener. Moreover,  Brown (2004, p.140) states that 
speaking is a productive skill that can be directly and empirically observed, those 
observations are invariably colored by the accuracy and effectiveness of a test-
taker‘s listening skill, which necessarily compromises the reliability and validity of 
an oral production test.  Speaking is the product of creative construction of linguistic 
strings, the speakers make choices of lexicon, structure, and discourse. According to 
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Goh, Christine (2007, p 4-6) states that speaking is important for language learners. 
Besides the role it plays in communication, speaking can also facilitate language 
acquisition and development. In situations where the target language is also a 
language for instruction across the school curriculum, speaking is a crucial tool for 
thinking and learning. However, even when there are speaking activities, it is 
probably true to say that while speaking occurs, the skills may not necessarily be 
taught.  Based on the definitions above, the researcher gives the definitions of 
speaking as an activity of producing word by sound that including speaker and 
listener or to communicate with other. 
    Teachers do not have a material of learner work which they could evaluate and 
give feedback on. As a result, problems that learners face when doing speaking 
activities often go unnoticed or uncorrected. There is much that we can do to ensure 
that speaking lessons are not merely opportunities for using language orally but as a 
means for learners to develop speaking skills and acquire the language. To speak 
effectivel,y learners need to have a reasonable command of the basic grammar of the 
target language and a working vocabulary. Language knowledge alone is not 
sufficient. They must also develop a range of skills in four key areas of speaking 
competence.  
    Phonological skills are important for effective oral communication. Learners 
should learn to articulate and blend vowels and consonants (phonemes‘) of the 
language that they are leaning. It is even more important, however, that they can use 
appropriate intonation to present their message as given and new information clearly 
to listeners (Brazil,1997). In this sense, phonological skills at the prosodic level can 
also play a role in organizing discourse. Speech function skills are micro-skills 
necessary for achieving specific communicative ends in routine social and 
transactional exchanges (e.g. to greet, to agree, to complain, to offer a reason, to 
clarify etc.). Many language syllabuses that adopt communicative language teaching 
will show lists of common speech functions that are considered important for 
learners to develop in the target language. 
Phonological Skills: Produce accurate sounds of the target language at the phonemic 
(vowels and consonants) and prosodic (stress and intonation) levels. Speech 
Function Skills: Use spoken words to perform communicative functions, such as 
request, demand, and decline, explain, complain, encourage, beg, direct, warn and 
agree. Interaction Management Skills: Manage face-to-face interactions by initiating, 
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maintaining and closing conversations, regulating turn-taking, changing topics and 
negotiating meaning. Extended Discourse Organization Skills: Establish coherence 
and cohesion in extended discourse by using established conventions to structure 
different types of spoken texts (e.g. narrative, procedural). 
    Interaction management skills are macro-skills for dealing with face-to-face 
spontaneous exchanges. These include the ability to initiate, sustain and end an 
interaction (e.g. conversations, discussions), offer and take conversational turns, 
modify or redirect the focus or topic of an interaction, and negotiate meaning to 
ensure that one understands what our interlocutors mean. Extended discourse 
organization skills are another set of macro-skills for dealing with spoken 
interaction. Language learners often need to produce long stretches of language in 
various situations in and out of class. To ensure that their listeners understand what 
they say, learners need to be able to structure their spoken output in a way that is 
easy to follow. This requires knowledge of discourse routines, i.e. how a specific 
speech genre is structured (Bygate, 1998) as well as grammar and vocabulary 
knowledge for establishing coherence and cohesion. The ability to use intonation 
appropriately will be an asset. It is important to add that effective oral 
communication does not depend on language and skills alone. Because of its status 
as an international language, English is now used by learners to communicate with 
native as well as other non-native speakers of the language. Learners from different 
countries must also have relevant cultural knowledge when speaking to one another. 
So, for example, the way disagreements are expressed may vary depending on whom 
we are speaking with and the roles we are adopting within that wider cultural 
context. 
    In addition Chaney (1998, p. 13) as quoted by Aziz (2015, p. 23-24) says that 
speaking is the process of building and sharing meaning through the use of verbal 
and non-verbal symbols, in a variety of contexts. From the above definition, it can be 
concluded that speaking is a crucial part of second language learning and teaching. 
Dealing with the importance of speaking, Azis also quotes Stoval (1998) states that 
language learners need to recognize that speaking involves three areas of knowledge: 
a. Mechanics (pronounciation, grammar, and vocabulary): using the right words 
in the right order with the correct pronounciation. 
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b. Function (transaction and interaction): knowing when clarity of message is 
essential (transaction/information exchange) and when precise understanding 
is not required (interaction/relationship building). 
c. Social, cultural, and norms (turn talking, rate of speech, length of pauses 
between speakers, relative roles of participants): understanding how to take 
into account who is speaking to whom, in what circumstances, about what 
and for what reason. 
The Elements of Speaking Skill 
   The ability to speak fluently presupposes not only knowledge of language features, 
but also the ability to process information and language on the spot (Harmer, 2001, 
p. 269-271). Here are elements of speaking that speakers have to be competent in the 
speaking skill, in which four points: 
a. Connected speech: effective speakers of English need to able to produce the 
individual phonemes of English. In connected speech sounds are modified 
(assimilation), omitted (elision), added (linking) or weaken (through 
contraction and stress patterning). It is for this reason that we should involve 
students in activities designed specifically to improve their connected speech. 
b. Expressive devices: native speakers of English change the pitch and stress of 
particular parts of utterances, vary volume and speed of speech. By using 
these devices people will be able to show what and how they are feeling to 
whom they are talking to. 
c. Grammar and lexis: spontaneous speech id marked by the use of a number of 
common lexical phrases, especially in the performance of certain language 
function. 
d. Negotiation language: effective speaking benefit from the negotiator 
language. We use to seek clarification and show the structure of what are 
saying. 
 
     In addition, Harmer states concerning with other elements of speaking that is 
necessary to be mastered by a successful speaker. Those are mental/social processing 
and rapid processing skill that involves language processing, interaction and 
informing processing. If part of a speakers productive ability involves the knowledge 
of language skills such as those discussed above, success is also dependent upon the 
rapid processing skills that necessitates. 
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a. Language processing: effective speakers need to able to processlanguage in their 
own heads and put it into logical order so that it comes out in forms that are not 
only comprehensible, but also convey the meanings that are intended. Language 
processes involves the retrieval of words and phrases from memory and their 
assembly into syntactically and propositionally appropriate sequences. One of the 
main reasons for including speaking activities in language lessons is to help 
students develop habits of rapid language processing in English. 
b. Interactive with others: most speaking involves interaction with one or more 
participants. This means that effective speaking also involves a good deal of 
listening, an understanding of how the other participants are feeling. A 
knowledge of how linguistically to take turns or allow others to do. 
c. Information processing (on the spot): quite a part from our response others 
feeling, we also need to be able to process the information they tells us the 
moment we get it. The longer it takes for the penny to drop the less effective we 
are as instant communicators. However, it should be remembered that this instant 
response is very culture-specific and it is not prized by speakers in many other 
language communities. 
 
Types of Speaking Skill 
According to Brown (2004, p. 141-142),  speaking is a productive skill that can be 
directly and empirically observed, those observations are invariably colored by the 
accuracy and effectiveness of a test-takers listening skill, which necessarily 
compromises the reliability and validity of an oral production test. Brown says that 
there are five basic types of speaking. (a) Imitative. This type of speaking 
performance is the ability to imitate a word or phrase or possibly a sentence. (e.g., 
"Excuse me." or "Can you help me?") for clarity and accuracy. (b) Intensive. This 
second type of speaking frequently employed in assessments context is in the 
production of short stretches of oral language designed to demonstrate competence 
in a narrow band of grammatical, phrasal, lexical or phonological relationships. (c) 
Responsive. This type includes interaction and test comprehension but at the 
somewhat limited level of very short conversations, standard greeting and small talk, 
simple request and comments and the like. The stimulus is usually a spoken prompt 
in order to preserve authenticity. (d) Interactive. Interaction can take the two forms 
of transactional language, which has the purpose of exchanging specific information, 
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or interpersonal exchanges, which have the purpose of maintaining social 
relationships. (e) Extensive. Extensive oral production tasks include speeches, oral 
presentations, and story telling, during which the opportunity for oral interaction 
from listeners is either highly limited or ruled out altogether. 
 
Teaching Speaking Skill 
Students often think that the ability to speak is the product of language learning, but 
speaking is also a crucial part of the language learning process. Effective instructors 
teach students speaking strategies using minimal responses, recognizing scripts, and 
using language to talk about language which they can use to help themselves expand 
their knowledge of the language and their confidence in using it. These instructors 
help students to learn speaking so that the students can use speaking to learn. Harmer 
(2007, p.123) states that there are three main reasons for teaching speaking skill. 
Firstly, speaking activities provide rehearsal opportunities – chances to practice real-
life speaking in the safety of the classroom. Secondly, speaking tasks in which 
students try to use any or all of the languages they know provide feedback for both 
teacher and students. Finally, the more students have opportunities to activate the 
various elements of language; they have stored in their brains, the more automatic 
their use of these elements become. As a result, students gradually become 
autonomous language users. This means that they will be able to use words and 
phrases fluently without very much conscious thought. 
    According to Brown (2004, p 268-269), there are seven principles for designing 
speaking techniques: 
a. Use techniques that cover the spectrum of learner needs, from language based 
focus on accuracy to message-based on interaction, meaning, and fluency. 
b. Provide intrinsically motivating techniques. 
c. Encourage the use of authentic language in meaningful contexts. 
d. Provide appropriate feedback and correction. 
e. Capitalize on the natural link between speaking and listening. 
f. Give students opportunities to initiate oral communication. 
g. Encourage the development of speaking strategies. 
From above explanation, it is stated that all of principles for designing speaking 
techniques are very necessary for us. The need is passing the examinations to move 
to the next level and graduate from the school, and the general requirement is the 
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students are able to speak and hold conversations. From a communicative purpose, 
speaking is closely related to listening. The interaction between these two skills is 
shown in the conversation. 
 
 
Classroom speaking activities 
   Many of the classrooms speaking activities which are currently in use fall at near 
the communicative end of the communication continum. The following activities are 
also helpful in getting students to practice ‘speaking as a skill’. 
a. Information-gap activities. An information gap is where two speakers have 
different bits of information, and they can only complete the whole picture by 
sharing the information- because they have different information, there is a ‘gap’ 
between them. 
b. Telling stories. We spend a lot of our time telling other people stories and 
anecdotes about what happened to us and other people. Students need to be able 
to tell stories in English, too. Teacher can encourage students to retell stories 
which they have read in their books or found in newspapers or on the internet 
(such retelling is a valuable way of provoking the activation of previously learnt 
or acquired language). 
c. Favourite objects. A variation on getting students to tell personal stories is an 
activity in which students are asked to talk about their favourite objects. Students 
think about how they would describe their favourite objects in terms of when 
they got them, why they got them, what they do with them, why they are so 
important to them and whether there are any stories associated with them. 
d. Meeting and greeting. Students role-play a formal/ business social occasion 
where they meet a number of people and introduce themselves. 
e. Surveys. Surveys can be used to get students interviewing each other. For 
example, they can design a questionnaire about people’s sleeping habits. 
f. Famous people. Students think of five famous people. They have to decide on the 
perfect gift for each person. We can also get groups of students to decide on 
which five famous people (living or dead) they would most like to invite for 
dinner, what they would talk about and what food they wolud give them. 
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g. Student presentations Individual students give a talk on a given topic or person. 
In order for this to work for the individual, time must be given for students to 
gather information and structure it accordingly. 
h. Ballon debate. A group of students are in the basket of a ballon which is losing 
air. Only one person can stay in the ballon and survive (the others have to jump 
out). Individual students representing famous characters or professions have to 
argue why they should be allowed to survive. 
i. Moral dilemmas. Students are presented with a ‘moral dilemma’ and asked to 
come to a decision about how to resolve it (Harmer, 2007, p.131). 
2. Characteristics of A Succesful Speaking Activity 
a. Learners talk a lot. As much as possible of the period of time alloted to the 
activity is in factoccupied by learner talk. This may seem obvious, but often most 
time is taken up with teacher talk or pauses. 
b. Participation is even. Speaking activity is not dominated by a minority of 
talkactive participants: all get chance to speak, and contributions are fairly 
evently distributed. 
c. Motivation is high. Learners are eager to speak: because they are interested in the 
topic and have something new to say about it, or because they want to contribute 
to achieving a task objective. 
d. Language is of an acceptable level. Learners express themselves in utterances 
that are relevant, easily comprehensible to each other, and of an acceptable level 
of language accuracy. 
 
Speaking Teaching Strategies 
   Students often think that the ability to speak is the product of language learning, 
but speaking is also a crucial part of the language learning process. Effective 
instructors teach students speaking strategies using minimal responses, recognizing 
scripts, and using language to talk about language which they can use to help 
themselves expand their knowledge of the language and their confidence in using it. 
These instructors help students to learn speaking so that the students can use 
speaking to learn. 
a. Using minimal responses. Language learners who lack of confidence in their 
ability to participate succesfully in oral interaction often listen in silence while 
others do the talking. One way to encourage such learners beginning to 
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participate is helping them build up a stock of minimal responses that they can 
use in different types of exchanges. Such responses can be especially useful for 
beginners. Minimal responses are predictable, often idiomatic phrases 
thatconversation participants use to indicate understanding, agreement, doubt, 
and other responses enables a learner to focus on what the other participant is 
saying, without having to simultaneously plan a response. 
b. Recognizing scripts. Some communication situations are associated with a 
predictable set of spoken exchanges a script. Greetings, apologise, compliments, 
invitations, and other functions that are influenced by social and cultural norms 
often follow patterns or scripts. So do the transactional exchanges involved in 
activities such as obtaining information and making a purchase. In these scripts, 
the relationship between a speaker’s turn and the one that follow it can often be 
anticipated. Instructors can help students to develop speaking ability by making 
them aware of the scripts for different situations so that they can predict what 
they will hear and what they will need to say in response. Through interactive 
activities, instructors can give students practice in managing and varying the 
language that different scripts contain. 
c. Using language to talk about language. Language learners are often too 
embrassed or shy to say anything when they do not understand another speaker 
or when they realize that a conversation partner has not been understood them. 
Instructors can help students overcome this reticence by assuring them that 
misunderstanding and the need for clarification can occur in any type of 
interaction, whatever the participants of language skill levels. Instructors can also 
give students strategies and phrases to use for clarification and comprehension 
check. By encouraging students to use clarification phrases in class when 
misunderstanding occurs and by responding positively when they do, instrutors 
can create an authentic practice environment within the classroom itself.  


























                        Figure 5. Theoretical framework 
3. RESEARCH METHOD 
 
     This part discusses the research design, Population and Sample, research 
instrument and procedures of collecting data, procedures of analyzing data, and 
technique of reporting data. 
A. Research Design 
    The design of the study is quasi experimental design. Quasi Experimental research 
is a research in which the investigator can control the treatment and the measurement 
of the dependent variables but cannot control assignment of the subjects in treatment  
(Ary, 2010, p. 648). In the present study, the class is already established, so that the 
researchers cannot randomize the subjects. The data are analyised using Multivariate 
analysis of variance (Manova). In the present study, there were four variables. One 
independant variable: teaching methods; and three dependent  variables: writing, 
reading, and speaking performance. The independent grouping variable was teaching 
methods consisting of guided composition, jigsaw and demonstration. Meanwhile, 
the dependent variables were writing, reading and speaking performance of the 
learners. Since the variables of the study consisted of one categorical independent 
variable and the continuous dependent variables, the study applied a Manova to test 
the hypotheses (Pallant, 2005).  
 
B. Population and Sample  
     Population is the group to which a researcher would like the results of a study to 
be able to generalize (Gay, 2009, p. 101). In the present study, the population of the 
study is all the essay writing class students of the fourth semester English department 
of Palangka Raya State Islamic Institute of 2020/ 2021 academic year. They are class 
A, B, and C. The total population is 60 students. This study will use all population as 
the sample of the study. Therefore, it is called research population.  The number of 








writing class (n=19), reading class (n=22), and speaking class (n=19). Each class was 
taught using guided composition, jigsaw and demonstration strategies. The design of 




Table 6. Desain nonequaivalent control group 
Teaching methods ELT courses 
Writing (A1) Reading (A2) Speaking (A3) 
Guided Composition (B1) A1B1 A2B1 A3B1 
Jigsaw (B2) A1B2 A2B2 A3B2 
Demonstration (B3) A1B3 A2B3 A3B3 
 
Notes   
A1B1 : Teaching writing using guided composition strategy  
A1B2 : Teaching writing using jigsaw strategy 
A1B3 : Teaching writing using demonstration strategy 
A2B1 : Teaching reading using guided composition strategy 
A2B2 : Teaching reading using jigsaw strategy 
A2B3 : Teaching reading using demonstration strategy 
A3B1 : Teaching speaking using guided composition strategy 
A3B2 : Teaching speaking using jigsaw strategy 
A3B3 : Teaching speaking using demonstration strategy jigsaw strategy 
 
C. Instrumentation 
1. Test Type 
    The type of the test used to collect the data was in the form of writing test, reading 
test, and speaking test for each teaching method. The test consisted of the 
instructions/ directions and statements the subjects addressed in their course and the 
alternative topics to be chosen. In writing test, the participants are assigned to choose 
one of topics that interest them. They are asked to develop the topic into an 
argumentative essay containing about 450 to 500 words. The allocated time is about 
100 minutes. Meanwhile, in reading test, the participants are assigned to do the 50 
multiple choice test. Then, in speaking test, the participants are assigned to deliver a 
speak about one of topics that interest them. The allocated time is about 5-10 
minutes for each participant.  
2. Test Construction 
   The test construction is based on the objectives of the study. The study is aimed at 
measuring the effect of teaching methods on the learners’ language skills. To 
investigate the effectiveness of teaching methods on the learners’ language skills, the 
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participants were given three types of test: writing, reading, and speaking after the 
treatment. The results of the three tests will be investigated using a manuvariate 




3.Test Validity and Reliability 
     Validity is the degree to which a method actually measured what it claimed to 
measure (Hellriegel, et.al., 1998, p. 632). The validity is classified into content, 
construct, and face validity. In this study, the validation of instrument is mainly 
directed to the face and content validity, that is, to make the test items (contents) 
match with what is supposed to measure. Next, construct validity meant that the test 
really measure the intended construct (Ary, 2010, p.235). In this sense, there are 
some efforts to make the test construction and content valid (test of validity). First, 
the researcher makes the test be true measure. It means that the test match with what 
supposed to measure. Here, the test shows agreement between the test scores and 
objectives. Second, the researcher determines that the test types matches with test 
objectives. After determining the test types, the researcher determines the test 
content suitable with the syllabus. Afterwards, the test is constructed. It contains the 
directions that the students have to do the test. Then, the test try out is done to the 
students having the same characteristics with the subjects of the study. It is done for 
the improvement and clarification of the instructions. The revision of test instruction 
is made after having the test try out. Finally, the final form of  test is done to the 
experiment class.  
      In addition, reliability is the accuracy of measurement and the consistency of 
results (Hellriegel, et.al., 2008, p. 631). It is the degree of consistency with which it 
measures whatever it is measuring (Ary, 2010, p. 236). Similarly, Sekaran (2002, p. 
367) states that reliability is the extent of consistency and stability of the measuring 
instrument. In this case, to score composition and speaking ability as fairly and 
consistently as possible, the researcher uses inter-rater method (test of reliability). 
Inter-rater reliability is the consistency of the judgment of several raters on how they 
see a phenomenon or interpret the responses of the subjects. Meanwhile, to score 
reading ability, the researcher uses test and retest.  
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      In this case, two raters are employed to score the students’ writing and speaking 
ability.  The two raters are the researcher and the English teachers who have a lot of 
experience in teaching English at English Department of Palangka Raya State 
Islamic institute. One important thing in using the inter rater method in rating 
process is focused with the training of the raters (Weigle, 2002, p. 36).  It can 
maximize the accuracy of the writing assessment. This makes the raters be consistent 
in scoring and avoid subjectivity of the raters in scoring. For this purpose, the 
training is done to get inter rater agreement in order to give reliable scores to 
students’ writing and speaking ability.  Relevant to this, Nunan (2002, p 56) states 
that the acceptance reliability on scores are possible to get through careful training of 
raters. Moreover, Latief (2001, p. 214)  argues that reliability on composition scoring 
is affected by both raters and writers of the essay. Raters’ reliability refers to the 
accuracy of the raters’ judgment. Meanwhile, writers’ reliability refers to the 
accuracy of the writers’ performance. In this study to make test item has validity and 
reliability. The try out will be carried out in the other class. 
 
4.Rater Reliability 
     Reliability refers to the consistency with which a test measured whatever it 
measured (Hopkins and Richard, 2000, p. 295). Similarly, Latief (2001, p. 214) 
states that reliability refers to the preciseness of the language skill assessment results 
in representing the actual level of the examinee’s skills. In this study, reliability of 
the writing and speaking test mainly focuses on the rater reliability since the scores 
are obtained from the judgment of two different raters. Here, the consistency in 
rating scores is very important in measuring the students’ writing and speaking skill. 
The consistency can be achieved through rater training.  
     In rater reliability, there are inter-rater and intra-rater reliability. Inter-rater 
reliability indicates accuracy in scoring compositions of different raters. Meanwhile, 
intra-rater reliability refers to the consistency of the rater in scoring the same paper at 
two different points of time. It points out an individual accuracy in scoring a 
particular composition. To obtain inter rater reliability; the scores of the two raters 
are correlated using SPSS 16 program using Product Moment Correlation 
calculation. In this case, the researcher applied the coefficient correlation and the 
interpretation of inter-rater reliability proposed by Winkle et al. (2009, p. 35) as 




Table 7. Inter-rater Coefficient Correlation and Interpretation 
Correlation Coefficient Interpretation 
.90 to 1.00 or -.90 to -1.00 Very high positive or negative correlation 
.70 to .89 or -.70 to -.89 High positive or negative correlation 
.50 to .69 or -.50 to -.69 Moderate positive or negative correlation 
.30 to .49 or -.30 to -.49 Low positive or negative correlation 





D. Procedure of collecting data  
   This quasi experiment study attempts to answer the four research questions: (a) 
RQ1: Is there any significant difference among teaching methods on the learners’ 
writing performance? (b) RQ2: Is there any significant difference among teaching 
methods on the learners’ reading performance? (c) RQ3: Is there any significant 
difference among teaching methods on the learners’ speaking performance? (d) RQ4: 
Is there any significant difference among teaching methods on the learners’ writing, 
reading and speaking performances multivariately? To answer the four research 
questions, the steps will be done. In addition, the steps in collecting, analyzing, and 
hypothesis testing can be described below. In the first step, the subjects are divided 
into three classes: writing, reading and speaking class. Then, each class is taught 
using guided composition, jigsaw dan demonstration respectively. After given the 
treatment, the participants are given tests. The normality of the data are tested using 
Shapiro-Wilk Test; and the homogenity of variance are tested using levene statistics. 
In short, the procedure to collect the data is as follows: 
1. Conducting preliminary study. Here the researcher observes the class that is 
being researched. The observation covers the syllabus, the class schedule, 
materials, and the learning process. 
2. Determining the subject of research. Here, the subjects are divided into three 
class: writing, reading and speaking class.  
3. Giving a try out test in order to see the validity and reliability of the test. The 
test consists of writing, reading and speaking tests The validity covers face and 
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content validity. The reliability of the test is done using product moment 
correlation calculation. 
4. Giving treatment. Here, the researcher gives treatment for each class. Each class 
is taught using guided composition, jigsaw dan demonstration respectively.  
5. Giving post test. After doing the treatment, the researcher gives posttest in order 
to measure the effect of teaching methods toward the learners’ languake skills. 
           The method of data collection used in the present study and how the research 

















Figure 6. Design Data Collection Procedure 
 
E. Procedure of analyzing data  
     The null hypotheses are: (a) there is no  significant difference among teaching 
methods on the learners’ writing score; (b) there is no significant difference among 
teaching methods on the learners’ reading score; (c) there is no significant difference 
among teaching methods on the learners’ speaking score; and (d) there is no a 
significant difference among teaching methods on the learners’ writing reading and 
speaking scores multivariately To response the four research questions, a 
Multivariate analysis of variance test will be applied. It is used to measure whether 
Determining the teaching methods: guided composition, jigsaw and demosntration 
Giving treatment using  guided composition 




Giving treatment using jigsaw and demosntration Week 8-12 





or not the independent grouping variable simultaneously explained statistically 
significance amount of variance in the dependent variables. Here, the independent 
grouping variable is teaching methods consisting of guided composition, jigsaw and 
demonstration. Meanwhile, the dependent variables are writing, reading and 
speaking scores of the learners. All statistical procedures are calculated using SPSS 
software. Then, the normality of the data is tested using Shapiro-Wilk; the 
homogenity of variance will be tested using levene statistics; and  the homogeneity 
of matrices covariance using  Box's Test of Equality of Covariance Matrices. Those 
tests are required as the assumption of Manova test. The data of the study are, then, 
analyzed using a Manova test provided by SPSS 16 program. Finally, the 
interpretation of the result from Manova test is done.  
    The data of the study are the students’ writing, reading and speaking scores. In this 
case, the data are in form of quantitative data. The data are analyzed by means of 
inferential statistics. This statistical analysis is suitable to use to answer the research 
questions, since the measurement scale is interval. In this case, the researcher applies 
Multivariate analysis of variance test to measure whether or not the independent 
grouping variable simultaneously explained statistically significance amount of 
variance in the dependent variables. In order to analyze the data, the researcher 
follows some procedures: 
1. Collecting the learners’ writing, reading and speaking scores (students’ 
worksheet, portfolios, and recorded documents)  
2. Tabulating the data into the distribution of frequency of the score table, then find 
out the mean of students’ score, standard deviation, and standard error of variable 
by SPSS programs.   
3. Measuring normality of score in order to know the normality of the data that is 
needed to test the hypothesis. Here, the Shapiro Wilk test is applied to find the 
normality. 
4. Measuring homogeneity. It is used to know relatively same variant or not of the 
data. Here, the levene’s test is applied to see the homogeneity of variance; and the 
homogeneity of matrices covariance using  Box's Test of Equality of Covariance 
Matrices. Those tests are required as the assumption of Manova test. 
5. Applying Multivariate analysis of variance test to measure whether or not the 
independent grouping variable simultaneously explained statistically significance 
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amount of variance in the dependent variables. In this case, to measure whether or 
not the teaching methods give effect toward the learners’ language skills.  
6. Interpreting the result. The result of the Multivariate analysis of variance test will 
be interpreted. If the F observed is higher than F table, the alternative hypothesis 
(Ha) stating that there is an effect between the independent variable (the teaching 
methods) toward a dependent variable (learners’writing, reading and speaking 
scores) is accepted, and the null hypothesis (Ho) stating that that there is no effect 
between the independent variable (the teaching methods) toward dependent 
variables (learners’writing, reading and speaking scores) is rejected. Meanwhile, 
if the F observed is smaller than F table, the alternative hypothesis (Ha) is 
rejected, and the null hypothesis (Ho) is accepted. Interpreting the result of 
statistical calculation by comparing the F observed with F table with the criteria: 
If F observed ≥ Ftable, Ha is accepted and Ho is rejected 
If F observed ≤ Ftable, Ha is rejected and Ho is accepted 
7. Making discussion and conclusion. The discussion will be made to clarify the 
research finding. Here, the researcher will quote some experts’ theory to support 
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